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OF THE GRADUATE AND PROFESSIONAL EDUCATIONAL EXPERIENCE 
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ABSTRACT
The purpose of the study was to investigate the 
relationship among self-concept, racial identity 
development, and perceptions of the graduate and 
professional educational experience of African American 
female college students planning to pursue advanced degrees. 
The researcher explored the relationship among the factors 
to determine if they were predictive of the pursuit of 
advanced degrees among African American female college 
students. The investigation would provide counselors, 
educators, and administrators with information which could 
positively impact the enrollment and retention of African 
American women in advanced degree programs.
A sample of 85 graduating African American female 
college seniors at a very selective, private, historically 
Black institution was studied. The institution selected has 
historically produced a high number of African American 
female students who pursued advanced degrees upon 
graduation. Data were gathered utilizing the Tennessee
vii
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Self-Concept Scale, the BRIAS Social Attitude Scale-Revised 
a researcher developed Graduate and Professional School 
Perception Survey and a demographic questionnaire. The 
student's plans of pursuit were assessed using five items 
from the demographic questionnaire (acceptance, attendance, 
entrance exam, cumulative grade point average, enrollment).
It was hypothesized that 1) a significant relationship 
existed between self-concept and plans to pursue advanced 
degrees, 2) a significant relationship existed between 
racial identity development and plans to pursue advanced 
degrees, 3) a significant relationship existed between 
perception of the graduate and professional educational 
experience and plans to pursue advanced degrees, 4) a 
significant difference existed between advanced degree 
program pursued and the three independent variables, and 5) 
a significant difference existed between definite and 
tentative plans to pursue groups and the three independent 
variables.
In general, the results revealed four significant 
relationships and no significant evidence of discrimination 
Significant relationships existed for self-concept (social 
self-concept) and cumulative grade point average; two 
measures of racial identity development (pre-encounter and 
encounter), pre-encounter and acceptance and encounter and
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
enrollment; and the perception of the graduate and 
professional educational experience and acceptance.
Additional investigations that focus on the 
complexities of the independent variables with a more 
diversified sample of African American women may reveal 
significant findings relating to self-concept, racial 
identity development, and perceptions of graduate and 
professional schools.
WANDA SHNITA MITCHELL 
DEPARTMENT OF COUNSELING 
THE COLLEGE OF WILLIAM AND MARY IN VIRGINIA
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CHAPTER 1
Statement of the Problem
This research study investigated the relationships 
among self-concept, racial identity development and the 
perception of graduate and professional educational 
experience among African American female college students 
planning to pursue advanced degrees.
Justification for Study
Matthews and Jackson (1991) noted that there was 
very little research that directed its attention primarily 
to African American women in higher education, especially at 
the postgraduate level; and certainly, little had been 
published in the last few years. There were even fewer 
investigations directed toward identification of the 
critical factors that were responsible for success among 
this population.
Matthews and Jackson (1991) indicated that the research 
which existed on African American women in higher education 
was primarily of a descriptive variety, such as enrollment 
trends, graduation rates, or group differences. The studies 
by Fleming (1984), Miller and O'Connor (1969), and Hedegard 
and Brown (1969) went beyond the merely descriptive accounts
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but they focused exclusively on undergraduate populations 
(Matthews & Jackson, 1991).
Higginbothom (1994) stated that African American women 
as well as White women were gaining access to education in 
traditionally male fields; however, once they finished their 
training, they entered a racist and sexist labor market. 
Higginbothom noted that African American women with advanced 
degrees also struggled with racial discrimination and 
informal barriers to occupational advancement. However, the 
author stated that a significant number of Black women have 
broken into occupations traditionally dominated by males. 
Higginbothom noted that more African American women were 
physicians, dentists, lawyers, accountants, and managers in 
both small and large firms than in the past. According to 
Higginbothom, the more education a woman had, the more 
likely she was to be employed.
Bronzaft (1991) noted from the research by Yeakey and 
Bennett (1990) that during the 1980s college enrollment for 
African American men declined and the enrollment for African 
American women increased; moreover, fewer African American 
men left college with bachelor's degrees than did African 
American women.
In sum, Bronzaft (1991) findings which were supported
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
by Hunter College Women's Studies Collective (1983) and 
Marriott (1990) suggested that Black women appeared to be 
less discouraged by the forces in our society that have 
stalled the attainment of educational equality for Black 
males.
The History of African American Women's Educational Pursuit
Ihle (1992) illustrated in her book, Black Women in 
Higher Education. the wide range of experiences in African 
American women's pursuit of higher education from the 
nineteenth century to the present. The author stated that 
the meaning of higher education has always varied according 
to the historical time and context. African American 
women's higher education began before the Civil War at 
Oberlin College. Ihle noted that African American women had 
a persistent determination, in face of many obstacles, to 
gain knowledge and empowerment through formal education at 
colleges and universities.
According to Ihle (1992), the African American women 
who pursued college work in the nineteenth century truly 
were pioneers, as the desirability of college education for 
women of any race was a debatable matter in many circles.
As schools and, later, colleges for Blacks opened in the 
decades following the Civil War, the goals and content of
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
what women's collegiate education ought to be were 
frequently discussed (Ihle, 1992).
Oberlin College played an important role in the history 
of women's education. According to Ihle (1992), Oberlin was 
the first institution to admit both African Americans and 
women. In 1862 it bestowed the first baccalaureate degree 
on an African American woman, Mary Jane Patterson. However, 
Ihle noted that as African American college-educated women 
transcended into the mid-twentieth century, they continued 
to voice articulately their concerns and opinions. African 
American college-educated women cited discrimination when 
they saw it in various forms and they spoke of their own 
needs and satisfactions and of the changing issues and 
lasting questions for Black women pursuing higher education 
(Ihle, 1992).
Ihle (1992) contended that progress at many times was 
slow and occasionally nonexistent, disheartening to all but 
the very determined African American women pursuing higher 
education. The author noted that it has been over 130 years 
since Mary Jane Patterson graduated from Oberlin. During 
this period, the research showed an overall pattern of 
advancement brought about by the courage and tenacity of 
African American women who valued the collegiate experience.
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Advancements noted by African American women in higher 
education have focused on their increased rate of 
enrollment. According to Wiley (1990) in Black Issues in 
Higher Education, the rate of African American female ages 
16-24 attending college rose from 29.2 percent to 32.3 
percent and the rate of African American female ages 25-34 
enrolling in college rose from 8.7 percent to 10.5 between 
1980 and 1988.
In the area of graduate and professional education, 
Matthews and Jackson (1991) stated that between 1976 and 
1982, African Americans registered a slight increase 
from 4.5 percent to 4.6 percent in professional degree 
recipients. The authors presented research findings of 
Blackwell (1981) which speculated that this slight increase 
is a function of an increase of Black female enrollment and 
subsequent graduation from professional schools. Matthews 
and Jackson noted that during 1982-83, African American 
female degree recipients reached an all-time high in 
percentage of total African American degrees as well as in 
numbers awarded (34 percent and 10,845, respectively).
The 1994 Digest of Education Statistics published by 
the U.S. Department of Education National Center for 
Education Statistics provided statistics on the number of
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selected years, 1981-1993. The report indicated that 
African American women witnessed an overall increase in the 
ten-year period for degrees awarded at the master's, 
professional, and doctoral levels. Extracted from the 
report were the following statistics for African American 
women awarded advanced degrees:
Degree # Awarded # Awarded Percent Change
Master's 10,995 (1981) 12,062 (1992) 9.9 (1981-92)
Prof. 1,159 (1981) 1,957 (1992) 68.9 (1981-92)
Doctoral 509 (1983) 666 (1993) 30.8 (1983-93)
Guy-Sheftall and Bell-Scott (1990) cited the following 
statistics on Black women. They received only 3.9 percent 
of all B.A. degrees conferred in 1980, 3.7 percent of all 
M.A. degrees, and 1.7 percent of Ph.Ds. (Simms, 1985, pp. 7- 
9) . The authors pointed out, however, that Black women had 
experienced considerable increases (as much as 50 percent) 
in the numbers of degrees they have received from graduate 
and professional schools between 1976 and 1981.
Guy-Sheftall and Bell-Scott (1990) thought that the 
educational needs of African American women have not changed 
substantially over the past century. Access to higher
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still persist, and the quality and appropriateness of 
educational experiences are often of questionable nature for 
African American women (Guy-Sheftall & Bell-Scott, 1990).
The authors stated that Black women must find ways to 
achieve educational equity, and that it was imperative that 
they commit themselves to building educational institutions 
and experiences that promoted the self-empowerment of women 
generally and especially Black women.
Education As An Investment
According to Thomas (1987), educational investment was 
mandatory for African Americans, given the historical and 
persistent disadvantage of the race in this society. For 
the years of 1961 through 1976, both Blacks and Whites with 
sixteen or more years of schooling received higher average 
incomes than their counterparts with fewer years of 
schooling. Thomas' research indicated that for the purpose 
of income and employment, the investment of more years of 
schooling, was most beneficial. Black female college 
students who pursue advanced degrees can prepare to reap the 
aforementioned benefits, since educational advancement is a 
critical factor in determining income and employment 
benefits.
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8According to Axelson (1993), data from the Population 
Profile of the United States: 1991 by the U.S. Bureau of the 
Census indicated that there were differences in the levels 
of educational attainment among cultural groups and between 
men and women. Forty percent of Asian Americans had 
completed four or more years of college, almost twice the 
rate for White Americans (22%), more than three times that 
of African Americans (11%), and four times that of Hispanic 
Americans (9%) . According to Sue and Sue (1990) , the gap in 
educational attainment between White and Black Americans in 
higher education appeared to be increasing. The percentage 
of African American enrollment has declined from a peak in 
1978 and has been decreasing through the mid-1980s (U.S. 
Department of Education, State Task Force on Minority 
Student Achievement, 1987). Efforts must be put forth to 
address the problems in the higher education of African 
Americans and specifically, African American women, because 
the negative consequences associated with the lower 
educational attainment of Blacks results in poverty and 
unemployment which are devastating to the race. In many 
instances, African American women with higher degrees make 
less money than those similarly educated.
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Barriers to Educational Pursuit
Prior research by Nettles (1990) and others found that 
race, social economic status, and gender were significant 
predictors of students' transitions from undergraduate to 
graduate school. Evans and Herr (1991) stated that there 
was a general agreement in the literature that, despite 
efforts to the contrary, racism and sexism did exist. The 
authors stated that there was evidence to show that the 
internalization of attitudes associated with these biases 
had a negative effect on the career aspirations of the 
African American woman. The findings of Evans and Herr may 
reflect the impact of these factors on lower number of 
African American women pursuing graduate and professional 
education.
In a research study comparing the backgrounds, 
educational experiences, and outcomes of African American, 
Hispanic, and White doctoral students, Nettles (1990) stated 
that African American students in the sample were 
significantly more likely to be female (59 percent) than 
male (41 percent) who were enrolled in doctoral studies. 
However, Zwick (1991) research indicated that minorities and 
women in general were found to be under-represented in 
graduate school and to have generally lower candidacy and
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graduation rates than their White and male counterparts. 
Zwick (1991) research found that only 5 to 7 percent of 
graduate and professional school students in her study were 
Asian Americans, African Americans, and Hispanic Americans; 
72 to 75 percent of students were White; and 18 to 20 
percent were foreign. Based on gender results of Zwick's 
(1991) study, the percentage of male graduate and 
professional school students ranged from 72-74 percent with 
the exception of Cohort 2 at School 2 which yield a 
percentage of 65. Zwick (1991) noted another disturbing 
trend which was the decrease in the participation of Black 
American students in graduate education during the last 
decade.
Black students have not always achieved in the 
traditional school setting because of a combination of 
factors that seriously inhibit adequate motivation and 
healthy adjustment (Anderson, 1971). It is Anderson's 
assumption that a poor self-concept is one of the strongest 
of the factors which hinder achievement for African 
Americans in educational settings because of what has been 
reflected to them in their earlier developmental stages. It 
is also noted, however, that diversity of African Americans 
should not be ignored, because diversity in values, life­
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styles, aspirations exist (Powell, 1989). These individual 
differences can influence educational achievement. However, 
Anderson contended that young people who sensed rejection in 
the form of disinterest, appeasement or lack of immediate 
self gratification in the school setting tended to adjust 
their behavior to be consistent with their low self-concept. 
Vinning Brown, Clewell, Ekstrom, Goertz, and Powers (1994) 
noted, on the other hand, a positive self-concept was 
assumed to be a characteristic of successful minority 
students at the undergraduate and graduate levels (Gruber, 
1980; Bohn, 1973). Confidence, strong "self" feeling, 
strength of character, determination, and independence were 
all parts of good self-concept (Vinning-Brown et al., 1994). 
A good self-concept seemed important for minorities at all 
educational levels where the effect of self-concept has been 
investigated.
Racial Identity Development of African American Students
Bagley and Copeland (1995) noted that racial identity 
is defined by Helms (1990) as a sense of group or collective 
identity based on one's perception that he or she shares a 
common racial heritage with a particular racial group. 
According to Bagley and Copeland (1995), Kramer (1973); 
Parham & Helms (1981) and White & Parham (1990) research
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which found that the coping methods of African Americans are 
especially important on a university campus with a majority 
of White students, where racial confrontations may influence 
their personality development and psychological adjustment.
According to Sue and Sue (1990), early attempts to 
define a process of minority identity transformation came 
primarily through the works of African American social 
scientists and educators (Cross, 1971; Jackson, 1975;
Thomas, 1971). In addition to racial identity, Evans and 
Herr (1994) stated that the perceptions of discrimination 
also may influence self-concept and career aspirations.
Evans and Herr noted Turner and Turner’s (1975) reasoning 
that society teaches African Americans (from childhood) to 
assume the role of a person who is discriminated against.
Cross' (1971) model provided the basis for Parham and 
Helms' (1985) examination of the relations between the 
stages of racial identity and affective states of African 
American college students. Parham and Helms found that 
students whose attitudes resemble those found in the Pre­
encounter and Immersion/Emersion stages demonstrated lower 
self-esteem than did students with Encounter attitudes. 
Parham and Helms indicated that internalization attitudes
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were positively but not significantly related to the 
student's self-esteem.
Graduate and Professional Educational Experience
Zwick (1991) stated that the we11-documented scarcity 
of Black Americans and other minority group members 
enrolling in U.S. graduate schools (ACE, 1987; ACE/ECS, 
1988; Blackwell, 1987; Brown, 1987; Mooney, 1989; Trent & 
Copeland, 1987) was strikingly evident in the three schools 
in her study. Zwick noted that candidacy and graduation 
rates of Asian, African Americans, and Hispanic Americans 
were lower than those of White Americans and foreign 
students. In addition, Zwick noted that candidacy and 
graduation rates tended to be higher for men than for women 
in her study.
Nettles (1990) research suggested that increasing the 
number of African American and Hispanic American students 
enrolling in and graduating from doctoral programs is an 
important priority for graduate schools in the United 
States. However, Nettles stated that it was equally 
important for graduate institutions to ensure that those 
African American and Hispanic American students admitted 
have received adequate preparation in undergraduate school, 
will make smooth transitions into their doctoral programs,
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will have positive experiences, and will achieve high 
performance in and satisfaction with their doctoral program. 
Summary
The purpose of this research was to investigate the 
relationships among self-concept, racial identity 
development and the perception of the graduate and 
professional educational experience among African American 
female college students planning to pursue advanced degrees.
Theoretical Rationale
The self-concept theory is a very vital part of Donald 
Super's approach to vocational behavior (Zunker, 1990).
This approach has generated a number of research projects 
aimed at determining how the self-concept is implemented in 
vocational behavior (Norrell & Grater, 1960; Englander,
I960; Stephenson, 1961; Kibrick & Tiedeman, 1961; Schutz & 
Blocher, 1961; Anderson & Olsen, 1965). According to 
Zunker, the research has indicated that vocational self- 
concept develops through physical and mental growth, 
observations of work, identification with working adults, 
general environment, and general experiences. The research 
is supportive of Fleming's (1984) findings as it related to 
African American college students. Fleming found that
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identity resolution was the personal goal that coexisted 
with the public attainment of a bachelor's degree. She 
asserted that the choice of an occupational goal assumed 
primary significance in college. Developing the capacity 
for intimacy was the second central task in establishing a 
personal identity (Erikson, 1963). However, Fleming noted 
that interpersonal relationships and career orientation were 
intertwined.
As experiences become broader in relation to awareness 
of the world of work, the more sophisticated vocational 
self-concept is formed; therefore, Super (1963) asserted 
that although vocational self-concept was only a part of the 
total self-concept, it was the driving force that 
established a career pattern one would follow throughout 
life. Thus individuals implemented their self-concepts into 
careers that would provide the most efficient means of self- 
expression. Self-concept is an important variable in 
understanding the career aspirations of African American 
female college students planning to pursue advanced 
degrees.
Furthermore, Super (1984) clarified his position on 
self-concept theory as "essentially a matching theory in 
which individuals consider both their own attributes and
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attributes required by an occupation." Super saw self- 
concept divided into two components: (1) personal and
psychological, which focused on how individuals choose and 
adapt to their choices; and (2) social, which focused on the 
personal assessment individuals make of their socioeconomic 
situations and current social structure in which they work 
and live. Self-concept is not a static phenomenon, but an 
ongoing process, which sometimes gradually and sometimes 
abruptly changes as people and situations change. Super 
contended that self-concept for some would be enhanced 
through academic achievement, while others would experience 
both positive and negative feedback in peer socialization 
activities. Super stated that enhanced self-esteem 
encouraged development of personal ideas and opinions of a 
positive nature; accurate self-concepts contributed to 
career maturity. Based on Super's model, self-concept can 
be seem as a driving force, in many cases, which influences 
academic pursuit and achievement for graduate and 
professional studies among African American female college 
students.
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Definition of Terms
Achievement motive: is a relatively stable feature of
personality reflecting the desire to do things well and to 
compete against a standard of excellence.
Advanced degrees: refers to degrees beyond the
bachelor's degree. Degrees such as a master's degree, 
doctorate, law, medical, and other specialized degrees are 
classified as advanced degrees.
Cultural difference: refers to the dissimilarity in
education and occupational and social outlook. The cultural 
difference issues that influence prejudice are deeply 
embedded in cultural traditions and practices.
Cultural racism: is defined as the beliefs, feelings,
and behaviors of the members of a cultural group that assert 
the superiority of their group's accomplishments, 
achievements, and creativity over those of other groups 
because of the differences in the racial composition of the 
groups.
Graduate education; refers to educational programs 
beyond the bachelor's level. Educational programs granting 
a master's degree and/or a doctorate.
Identity: is a dynamic fitting together of parts of 
the personality with the realities of the social world so
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that a person has a sense of both internal coherence and 
meaningful relatedness to the real world.
Minorities: generally refers to a group receiving
differential and unequal treatment because of collective 
discrimination.
Professional education: educational programs granting
degrees in law, medicine, and other specialized programs 
beyond the bachelor's level.
Racial identity development: Blacks move through
decreasing levels of dependence on white society to emerging 
identification with Black culture and society. A Black 
person's identity is strongly influenced by that person's 
experiences of racism and oppression.
Self-actualization: the individual's basic need for
and drive toward becoming and being all that she is capable 
of being.
Self-concept: the various attributions and evaluations
that one assigns to oneself, is seen by many psychologists 
and educators as a premium mobile of human behavior, 
intentions, and aspirations.
Self-esteem: the evaluation of self that individuals
make and customarily maintain. It expresses an attitude of 
approval or disapproval and indicates how much people judge
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
1 9
themselves to be capable, significant, successful, and 
worthy.
Research Hypotheses
The following are research hypotheses that were 
examined in the study investigating the relationship among 
self-concept, racial identity development and the perception 
of graduate and professional educational experience among 
African American female college students planning to pursue 
advanced degrees:
1. There is a relationship between self-concept and the 
plans to pursue advanced degrees among African American 
female college students.
2. There is a relationship between racial identity 
development and the plans to pursue advanced degrees 
among African American female college students.
3. There is a relationship between the perception of the 
graduate and professional educational experience and 
the plans to pursue advanced degrees among African 
American female college students.
4. There is a difference between the advanced degree 
program pursued by African American female college 
students and self-concept, racial identity
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development and perceptions of the graduate and 
professional educational experience.
5. There is a difference between African American female
college students with definite plans to pursue advanced 
degrees and those who have tentative plans to pursue 
advanced degrees, in self-concept, racial identity 
development, perception of the graduate and 
professional educational experience.
Sample Description and General Data Gathering Procedures
Graduating African American female students attending a 
predominately Black private institution located in a 
southeastern city were asked to participate in a study on 
African American female college students who were planning 
to pursue graduate or professional education. The 
volunteers were solicited during the senior final 
examination period through announcements sent to faculty, 
administrators, female student organizational leaders and 
the coordinator of senior class activities. Interested 
female students were asked to complete a sign-up sheet 
providing their names, local and permanent addresses and 
telephone numbers. Volunteers were also provided 
informational flyers which stated the purpose of the study
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and provided the approximate date, in which the study will 
be conducted. Surveys were mailed or handed out to all 
African American female students who volunteered for the 
study. The final research study consisted of recent Black 
female college seniors and those scheduled to graduate 
within one semester. The women majored in various academic 
disciplines at the institution. College seniors and recent 
graduates were used because decisions to pursue graduate and 
professional school were likely to be salient and career 
maturity obtained during the senior year.
Respondents in this research study were asked to 
complete three self-report inventories which addressed self- 
concept, racial identity development, and perceptions of 
graduate and professional educational experience. In 
addition, all respondents were asked to complete a 
demographic questionnaire which assessed the woman's plans 
to pursue graduate and professional education and background 
information.
Limitations of the Study
Several limitations existed for this study. The first 
limitation was inherent in the research design. Due to the 
correlational method utilized in this study, a cause and
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effect relationship could not be established (Borg and Gall, 
1992) . Another limitation with correlational studies was 
that they attempt to break down complex behavior into simple 
components. Personality and developmental factors are 
highly complex, and only a careful interpretation of data is 
helpful in understanding the phenomenon.
The third limitation was related to the use of a sample 
of convenience and volunteers. College students are often 
used because they are an accessible group. The sample must 
resemble the general population along a number of important 
dimensions. Representative sampling ensures the internal 
validity of the study (Heppner et al., 1992).
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CHAPTER 2 
REVIEW OF LITERATURE
Historical and Theoretical Development
The following chapter explored the literature regarding 
African American women and their plans to pursue advanced 
degrees with particular emphasis on the factors of self- 
concept, racial identity development, and perception of the 
graduate and professional educational experience. In 
addition, a critique of each variable was addressed to 
examine the limitations in the research.
According to Thomas (1991), the importance of United 
States history, race relations, and prevailing social norms 
must be acknowledged in order to assess the status of Blacks 
in American higher education. Prior to the Civil War, the 
legal sanctions and formal norms of U.S. society prohibited 
Blacks from becoming literate (Fleming, 1981). Moveover, 
after this period and until the 1954 Brown vs. the Board of 
Education decision, Blacks were restricted to segregated 
education which, when compared to the dominant group, was 
unequal in quality, content, and outcomes (Bowles & DeCosta, 
1971).
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Evans and Herr (1991) asserted that despite the paucity 
of formal evidence, the history of the African American 
woman's contribution to the labor market in American could 
be very easily traced. The authors noted that African 
American women's early work, dictated by the restrictions 
and economics of slavery, was domestic and agricultural.
The immediate postslavery contributions of African American 
women were shaped by societal prohibitions and, through no 
fault of their own, a lack of direction and preparation 
(Evans & Herr, 1991). Evans and Herr stated that Trent 
(1984) reported that the aspirations of a large percentage 
of African American college students were clustered in 
career areas that provided services primarily for the 
African American community. The authors stated that these 
careers, described by Littig (1968) as "protected," included 
education, social science, medicine, and law. Evans and 
Herr stated that they had come to be seen as traditional 
careers for African Americans.
While undergraduates tend to pursue traditional 
careers, analysis of the postgraduate plans of minority 
Ph.D. recipients (Vinning Brown, 1988) showed that they were 
not pursuing the traditional occupations leading to college 
teaching and research careers (Vinning Brown et al, 1994).
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Indeed, in 1986, minorities earned 34 percent of all 
doctorates in education, but only 9 percent had definite 
plans to pursue an academic career (Vinning Brown et al, 
1994) . The authors stated that industry and government were 
the primary competitors for new minority doctorates.
Thomas (1991) noted that knowing the factors that 
affected the success of Black students in higher education 
was as important as knowing their status and conditions in 
higher education. These factors can be classified into two 
broad categories, according to Thomas. The first category 
encompassed human capital or individual-level resource 
variables which included the academic preparation, 
performance, motivation, and aspiration of Black students. 
Variables that were relatively external to what Black 
students brought to the higher educational environment 
comprised the second category. They included institutional 
characteristics and behavioral patterns reflected in the 
academic, racial, and social climates of higher educational 
environments; higher education recruitment and retention 
practices; and the types and availability of financial aid 
offered to Black students (Thomas, 1991).
According to Santovec (1992), minority education may 
well have been the single most important trend through the
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early years of the twenty-first century. Demographics
>
pointed to a growing minority population, yet the college- 
going rate had not kept up with the increasing numbers. 
Minority students tended to lose ground at each step of the 
educational process —  from high school graduation through 
the completion of graduate school.
Studies by many researchers, including Tinto (1987) , 
Astin (1982), Pascarella (1985), and Terenzini (1987), 
showed that student involvement in the social life of an 
institution was positively associated with academic success 
(Santovec, 1992 p. 5) . Institutions must pay attention to 
the ways in which students are encouraged to become involved 
and students' perceptions of those forms of involvement. 
Santovec noted that involvement cannot be achieved simply by 
putting people together. Minorities represented only a 
small portion of the campus population; therefore, 
institutions need to be sensitive to the difficult roles and 
to some of the inevitable strains put on these smaller 
segments (Santovec, 1992) .
Vinning Brown et al. (1994) stated that minority 
students attending predominately White colleges and 
universities often found themselves in an alien environment. 
Many times there was a poor fit between students' personal
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needs, goals, and expectations and the demands and supports 
provided by the college. Studies of Black students in 
predominately White colleges and universities found they had 
low levels of satisfaction (Allen, 1981; Gibbs, 1982) , 
greater feelings of isolation (Fleming, 1984), weaker 
identification with the institution (Allen, Bobo & 
Fleuranges, 1984) , and were more likely to experience 
feelings of alienation (Suen, 1983) than their White 
classmates. Suen (1983) found these feelings of alienation 
were related to attrition.
Research is needed to identify factors contributing to 
the successful adjustment of minority students and African 
American women to predominantly White campuses. Vinning 
Brown (1994) stated that Thompson and Fretz (1991) found 
that Black students' academic and social adjustment on a 
predominantly White campus was related to bicultural 
adaptive strategies, including having cooperative attitudes 
and a need to establish social cohesion or a sense of 
community. Allen (1992) viewed Black student outcomes as 
resulting from a two stage process involving both the 
characteristics of the individual and the characteristics of 
the institution. These combine to influence academic 
performance, extent of social involvement, and occupational
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goals (Vinning Brown et al, 1994). Allen was concerned with 
how the student perceived the campus situation, how the 
student handled various situations, and the student's 
adeptness in help-seeking situations. Allen's study of 
African American students on predominantly White colleges 
and universities found they had low levels of satisfaction 
and weaker identification with the institution than their 
White classmates.
According to Vinning Brown et al (1994), gender and 
race/ethnicity may interact to create special problems for 
minority women. A recent study (Turner & Thompson, 1993) 
found that minority women (African American, Hispanic, 
American Indian, and Asian American) in graduate school 
reported gender discrimination as more important than racial 
discrimination; they received socialization experiences that 
enhanced their academic progress more often than did 
majority women. Although gender was perceived as a 
barrier for majority women as well, minority women faced 
additional obstacles to success in graduate education and 
academic employment (Turner & Thompson, 1993).
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Self-Concept
Psychological Development of African American Females
Smith (1982) presented a basic overview of the 
literature on educational, career, and psychological 
development of Black female adolescents (ages 12 -21).
Smith stated that Coleman et al. (1966) noted that 
individuals' self-concept and sex role attitudes have been 
related to their educational, career, and psychological 
development. According to Ansubel and Ansubel (1963), the 
term self-concept generally referred to how individuals 
perceived themselves and how they felt that they were 
perceived.
However, literature regarding the self-concepts of 
Black youth has yielded conflicting findings (Smith, 1982). 
While some investigators (Zinkel, 1971; Smith, 1977a) have 
found that Black youth tend to have lower self-concepts than 
their White peers, others have reported that Black youth 
have either the same or higher levels of positive self- 
concepts than White youth (Smith, 1982). Smith contended 
that the self-concept of Black female adolescents had 
received little attention in the literature.
In a national study on self-image of girls age 9 to 17, 
Prendergast, Zdep, and Sepulveda (1974) found that social
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
3 0
class, age, and urbanicity were not related to Black and 
White girl's self-image, but that race was. The researchers 
found that Black girls rated themselves higher on all of the 
following six studied dimensions: (1) being quick to learn;
(2) being good in sports; (3) being well dressed; (4) being 
good looking; (5) having the teacher like you; and (6) 
having many friends. (Smith, 1982)
Samuel and Laird's (1974) study explored the self- 
concepts of Black female college students at a predominantly 
White and a predominantly Black southern college. The 
findings showed no significant difference between the two 
samples of Black women on seven selected dimensions of the 
Tennessee Self Concept Scale. A comparison of the mean 
scores of women at the predominantly White campus with 
normative scores suggested a significant departure from the 
normative group in the Concepts of Physical Self Scale. A 
similar comparison of Black females at the predominantly 
Black campus indicated that this group was significantly 
below the normative group on concepts of Family Self and 
Total Positive Scores. The researchers conjectured that the 
lower physical self-image of Black women on a predominantly 
White campus may have resulted from constant comparisons 
with White women (Samuel & Laird, 1974).
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Scott and Horhn's (1977) pilot study of 25 Black female 
undergraduate majors in nontraditional curricula 
(engineering, business, natural science, communications, and 
agriculture) at a University of Tennessee campus revealed 
that the majority of the Black women felt that White women 
and Black men were better accepted by both students and 
faculty from these curricular areas. Despite the fact that 
Black women in the study manifested feelings of isolation 
and alienation in their classroom experiences, the 
researchers stated that most perceived themselves as 
independent, planned to marry, and believed that they would 
devote a lifetime to their careers.
The findings of these studies tended to concur with 
those on Black female children and older Black women which 
indicated that they maintained a positive sense of self 
(Watson, 1974; Henderson, 1974; and Smith, 1982). Smith 
(1982) suggested that despite the evidence that Black girls 
and women were faced with the prospects of being devalued by 
both Blacks and the general White society in favor of White 
women, Black women have been able to maintain a positive 
sense of self against what appeared to be overwhelming odds. 
It seemed plausible that the positive self-concepts of Black
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women may have been instrumental in their academic, career, 
and psychological development (Smith, 1982).
The Influence of Education on Self-Concept
Pascarella, Smart, Ethington, and Nettles' (1987) 
assertion that education should influence outcomes other 
than just cognitive or intellectual development was a 
persistent theme in the American educational system. One 
non-cognitive outcome that has been the focus of a 
considerable body of research was that of self-concept (e.g. 
Burn, 1979; Byrne, 1984; Hansford & Hattie, 1982; Shavelson 
& Bolus, 1982; Wylie 1974, 1979). Pascarella et al. 
suggested that whether considered as an outcome itself or as 
an important moderating influence on achievement, there was 
a growing recognition that self-concept was a crucial 
variable in the educational process (Hansford & Hattie; 
Shavelson, Hubner & Stanton, 1976).
According to Pascarella et al. (1987), substantially 
less attention has been paid to the self-concept development 
of college students. The limited research on college 
students has indicated that self-concept may be an important 
influence on performance outcomes, particularly academic 
achievement. In addition, recent evidence has suggested
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that intellectual or interpersonal self-concept was 
positively influenced during college by the student's level 
of academic success and extent of interaction or involvement 
with faculty and peers (Austin & Kent, 1983; Pascarella, 
1985b). Pascarella et al. noted that it was unclear, 
however, as to whether these influences subsequent to 
college would persist when the influence of intervening 
variables such as graduate training or initial occupational 
experiences were taken into account.
Pascarella et al. (1987) stated that a second problem 
with existing research on the effects of college on self- 
concept was the fact that possible racial differences in the 
specific factors influencing self-concept have been largely 
ignored. The authors noted that recent findings suggested 
that various collegiate experiences may differentially 
affect the outcomes of college for Black versus White 
students (e.g., Austin, 1982; Pascarella, 1985a; Sedlacek & 
Webster, 1978; Tracey & Sedlacek, 1984,). Pascarella et al. 
stated that it seemed a reasonable hypothesis that the 
collegiate experiences influencing long-term self-concept 
development might differ for Black and White students.
According to Pascarella et al. (1987), a third, and 
perhaps most important, problem with the existing research
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was that it had focused exclusively on direct effects. 
Although useful in a predictive sense, this did not permit 
adequate explanation of the process by which different 
student background traits, collegiate experiences, and post- 
collegiate attainments impact self-concept. The authors 
suggested that such a process was best portrayed by testing 
an explanatory causal structure, in which salient indirect, 
as well as direct, effects were estimated.
The study conducted by Pascarella et al (1987) 
estimated the influence of college on students' academic and 
social self-concept within the structure of a causal model. 
The sample included 4,597 students who enrolled in 379 four- 
year colleges and universities in 1971, and who were 
followed for nine years. Separate estimations of the model 
were conducted for black and white men and women. The 
findings suggested that academic and social experiences 
during college had significant direct effects on self- 
concept development even when precollege traits, the 
characteristics of the institution attended, and post- 
collegiate experiences were taken into account. The authors 
noted that apart from measures of the 1971 self-concept, the 
major influence of both student precollege characteristics 
and the structural characteristics of the institution
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attended was mediated by the student's collegiate and post- 
collegiate experiences. With few exceptions, the factors 
influencing academic and social self-concept were quite 
similar for race and gender.
Self-Esteem and Career Aspiration
Eailey and Mednick's (1988) research study utilized a 
multidimensional approach to examine self-esteem and career 
aspiration. In particular, they examined the relationship 
between performance/ability, social self-esteem, and career 
aspiration among a group that has been relatively neglected, 
Black women (Murray & Mednick, 1977; Smith, 1982). The 
study examined the variations among Black women on self­
esteem and career aspirations and found that Black women 
with high achievement motivation attributed their successes 
more to ability than those with low achievement motivation. 
Another problematic area noted by Bailey and Mednick was the 
question of how self-esteem should be defined and measured 
when attempting to predict career goals. The authors noted 
that global scales (Rosenberg, 1965; Wylie, 1974, 1979) have 
been poor predictors of women's achievement behavior, but 
specific scales have been found to be more efficacious 
(Deaux, 1976).
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The study consisted of 250 Black junior and senior 
women from Howard University who were paid for their 
voluntary participation. The authors stated that juniors 
and seniors were used because career decisions are most 
likely to be salient during this period.
In the study conducted by Bailey and Mednick (1988), 
the Performance Self-Esteem Scale (PSES) was used to measure 
self-evaluation of ability/performance and self-esteem of 
Black women. The scale was developed by Stake in 1979 to 
tap self-evaluation of ability/performance. Bailey and
Mednick noted that Black women's career aspirations and 
achievement behavior have been studied only indirectly in 
relation to self-esteem. Mednick and Murray (1975) 
confirmed the earlier study of Bailey and Mednick with 
another scale and found that black women with high 
achievement motivation attributed their successes more to 
ability than those with low achievement motivation. Self- 
concept and self-esteem are assumed to be directly 
associated with motivation. Such an attributional pattern 
may imply positive attitudes about achievement and thus 
higher PSES for those women, the hypothesis that Bailey and 
Mednick pursued in their study.
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Bailey and Mednick's (1988) research findings indicated 
that women who stated they entered their field for self- 
oriented (nontraditional, e.g. to exercise leadership) 
reasons reported higher self-estimates of performance and 
ability in achievement settings, than those who entered 
their fields for other-oriented reasons (traditional, e.g. 
allows one run to a household), regardless of the 
traditionality of the career choice. Women aspiring to 
traditional and nontraditional careers who entered their 
field for "nontraditional" reasons reported the highest 
self-estimates of ability and performance in achievement 
settings. Bailey and Mednick stated that the findings also 
confirm Stake's (1979) findings that self-esteem was 
multidimensional.
Bailey and Mednick (1988) concluded that the study was 
about Black women and added to our knowledge about this 
neglected group. The authors stated that their findings 
probably would generalize to the majority population because 
the study focused on the reasons for a woman's career 
aspirations and commitments and avoided stereotypes. The 
reasons noted by the respondents may apply to the majority 
population as well.
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Self-Concept and Academic Achievement
According to Powell (1989), for many, the global self- 
concept was an overall view of self and was a crucial factor 
in determining human behavior (Combs & Snygg, 1959;
Hayakawa, 1963; Rogers, 1951). The author noted that the 
confusion over the relationship between self-concept and 
academic achievement may well be due to the context in which 
self-concept emerges, particularly major environmental 
stressors. The dispute regarding whether or not African 
American children have positive or negative self-concepts 
was to assume that all African American children were alike; 
the diversity of the group was ignored and only 
socioeconomic status considered, but even within the same 
class there was diversity in values, life-styles, and 
aspirations (Powell, 1989).
Powell (1989) contended that self-concept has been 
assumed to be directly associated with motivation, 
especially motivation for academic achievement. Powell 
conducted research to find answers regarding the educational 
underachievement and lack of motivation to learn, especially 
among inner-city minority youth. Powell cited Sowell (1981) 
who has noted that the geographic distribution of African 
Americans distorted national statistical comparisons. Powell
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asserted that the geographic distribution of the population 
affected both Black-White comparison and comparisons with 
other ethnic groups. In Powell's 1985 six-city study of 
self-concept among Afro-American (AF-AM) students in 
racially isolated minority (RIM) schools outside of the 
Southeast and segregated southern AF-AM schools, the total 
self-concept scores of the students in southern AF-AM 
schools were significantly higher than those in RIM schools 
in other regions of the country.
The researcher's findings indicated that African 
American children in segregated schools had higher self- 
concept scores than White students in segregated or 
desegregated schools regardless of socioeconomic status 
(SES), educational attainment of parents, academic 
achievement, and family composition. Powell (1989) noted 
that the African American students in southern segregated 
schools in had higher percentages of students going to 
colleges than segregated African American students in the 
three cities outside of the Southeast. The researcher 
stated that there
was some relationship between expectation of significant 
others, self-efficacy, and educational attainment.
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Powell (1989) concluded that the real linkage to 
academic achievement for African American children was 
academic self-concept. The author stated that academic 
self-concept was enhanced by pro-social strategies for 
coping with racism and overcoming the blocked opportunities 
that youngsters may encounter because of racism. The pro­
social strategies for coping with racism provided a self­
enhancing channel for the anger and frustration. Use of 
that psychic energy created a feeling of self-efficacy and 
self-worth (Powell, 1989). However, Powell noted that the 
pro-social strategies for overcoming racism presupposed that 
the significant others that the student incorporated into 
his or her sense of self can articulate those concepts and 
model them.
Self-Concept as an Element of Student Identity Development
Chickering and Reisser (1993) stated that several 
studies indicating that people (faculty and peers) with whom 
students come into contact play an important role in changes 
in identity and ego development during college, with peers 
having a greater impact than anyone else. It was also 
suggested that the diversity of individuals (particularly 
other students) that developmentally challenges students' 
conceptions of themselves and that required adaptation and
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commitment to certain attitudes, values, beliefs, and 
actions.
Chickering and Reisser (1993) asserted that based on 
theory and research, they conceptualized identity 
development primarily as revolving crises. The authors 
suggested that young adults built a strong ego and gained 
high self-esteem by facing crises and making commitments and 
that periodic reconstruction occurred throughout adulthood. 
Chickering and Reisser suggested that the primary element of 
identity development was that solid sense of self, that 
inner feeling of mastery and ownership that took shape as 
the developmental tasks for competence, emotions, automony, 
and relationships were undertaken with some success, and 
that, as it became firmer, provided a framework for purpose 
and integrity, as well as for more progress along the other 
developmental vectors.
Chickering and Reisser (1993) noted that Sedlacek 
(1987) reviewed research concerning Black students on 
predominately White campuses over a twenty-year period and 
cited confidence and self-esteem as critical variables for 
Black student success. Seven other variables were also 
identified, each having aspects unique to Black students 
when compared with others. These included realistic self-
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appraisal, management of racism, demonstrated community 
service, preference for long-range goals over immediate 
needs gratification, availability of a strong support 
person, successful leadership experience, and 
nontraditionally acguired knowledges.
Chickering and Reisser's (1993) theory proposed that a 
positive identity was enhanced by an awareness of one's 
cultural background, an immersion in the social world of 
one's ethnic group, a valuing of the rituals, traditions, 
and artifacts of one's extended family or adopted network, 
and a sense of one's lineage. This parallels the research 
on racial identity development pointing out the importance 
of race in African Americans.
Summary on Self-Concept
In summary, research indicated that self-concept 
influences behavior in all major areas of a person's life, 
and this is also true for African American women in the 
arena of higher education. Therefore, self-concept should 
be an area of concern for faculty, administrators, and 
counselors who plan, develop, and implement programs for 
African American female students pursuing various types of 
academic programs in graduate and professional schools.
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Racial Identity Development
The Process of African American Identity Development
Tatum (1992) stated that asking who we were and who we 
could be was a process of identity development experienced 
during adolescence. The author suggested that the answers 
to these questions were influenced by feedback from parents, 
peers, teachers, and others about who they perceived us to 
be. In addition, the answers are shaped by cultural images 
held up before us in such places as television, books, 
magazines, and schools. Tatum contended that these images 
often served as models of success that some choose to 
emulate. It was noted that particularly for European- 
American, middle-class youth, the cultural images of success 
and achievement typically served to reinforce the messages 
of success and achievement their parents and others 
communicated to them. Tatum suggested that for African- 
American youth, positive messages communicated in the United 
States about who they were and who they could be were 
scarce. The author noted that often African Americans were 
either invisible (simply omitted from discussion) or 
represented in ways that were based on negative stereotypes. 
Tatum asserted that absent or distorted images could not
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inspire or reinforce the positive outcomes of educational 
and economic achievement.
Fordham and Ogbu's (1986) fieldwork in the United 
States high schools described one common psychological 
pattern observed among African American high school 
students. The researchers found that the anger and 
resentment that emerged in response to the systematic 
exclusion of African Americans from full social, economic, 
political, and educational participation in the United 
States society lead to the development of an oppositional 
social identity. Tatum (1992) suggested that a consequence 
of the formation of the oppositional social identity was a 
particular frame of reference that both serves to protect 
one's identity from the psychological assault of racism and 
keeps "Whites" at a distance. Tatum noted that within this 
frame of reference, educational achievement and the 
behaviors associated with it were clearly defined as "acting 
White." Although this frame of reference was not 
universally found among African American youth (Zweigenhaft 
and Domhoff, 1991), it could be an influential force in 
African American peer groups (Tatum, 1992) . In Tatum's 
study of twenty-four African American college students 
raised in predominately white communities, almost all of
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these academically successful youth experienced conflict 
with other African American youths because they were 
perceived as "trying to be White".
Tatum (1992) stated that in Fordham and Ogbu's (1986) 
study of thirty-three 11th graders in a Washington, D.C. 
school, they found that although some of the students had 
once been successful academically, few remained so. The 
researchers indicated that the students appeared to know 
that to be identified as a "brainiac" would result in 
certain peer rejection. Fordham and Ogbu (1986) noted that 
the few who remained successful had found ways to play down 
their academic success enough to maintain some level of peer 
acceptance.
According to Tatum (1992), Fordham (1988) described one 
such strategy as raceless, in which individuals assimilated 
into the dominant group by de-emphasizing characteristics 
that might identify them as members of the subordinate 
group. Unfortunately, Fordham (1988) stated that this 
strategy was often associated with painful experiences of 
isolation and alienation.
Tatum's (1992) research suggested that racial identity 
could be influenced by curricular interventions. She noted 
that reading autobiographical essays written by people of
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life experiences in a new way, and simultaneously raised 
White students' awareness. Tatum stated that understanding 
the role that environmental factors, such as African 
American role models, play in that identity shift must be of 
interest to educators who were concerned about facilitating 
the academic success of African American youth and also 
broadening the perspective of White youth.
Racial Identity Development
Cross (1991) stated that the study of "nigrescence" (a 
French word that means the process of becoming black) 
evolved in the late 1960s as observers, especially Black- 
American psychologists, tried systematically to map and 
codify the identity transformation that accompanied an 
individual's participation in the Black power phase (1968- 
1975) of the Black Civil Rights Movement. Cross stated that 
first and foremost, this literature was important to 
students and scholars of Black identity because it offered 
an inherently more complex perspective from which to frame a 
discourse on Black identity. The author contended that this 
was true not only at the theoretical level but also at the 
level of research, for nigrescence research tended to be 
multidimensional when compared to the univariate approach
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found in the traditional literature. Second, Cross noted 
that nigrescence offered a chance to examine, at a detailed 
and even intimate level, what happened to a person during 
identity change. He stated that it was one thing to study 
psychological phenomena under steady-state conditions; 
however, often the potency and full potential of constructs 
or variables such as personal identity (PI) and reference 
group orientation (RGO) were not appreciated until each was 
manipulated under controlled circumstances or closely 
observed during naturalistic conditions or perturbation.
Cross (1991) described the development of positive self 
and group identification in African Americans as a 
progression from a negative to a positive attitude about 
Blackness which he called nigrescence. This occurred in 
five stages, each of which represented a manner of viewing 
oneself with respect to other people and cultural 
institutions.
According to Cross (1991), the Pre-encounter stage was 
associated with a negative Black identity in which persons 
believed that incorporation, integration, or assimilation 
were most efficient strategies for solving their problems.
In the Encounter stage, persons began to question Pre­
encounter feelings about being Black. They felt guilty and
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anxious about these feelings and initiated a determined 
search for Black identity. Cross stated that persons in the 
Immersion/Emersion stage idealized Blackness. They felt 
excitement and joy in Black surroundings and believed 
everything of value was Black. Cross noted that the 
Internalization stage was characterized by the achievement 
of a feeling of inner security with one's Blackness. People 
in the Internalization stage were more accepting of Whites 
and were ideologically flexible. Cross believed they had 
experienced a change in their psychological state but not in 
their social and political orientations.
Cross (1991) noted that the nigrescence theory was in 
need of revision. He stated that as originally formulated, 
nigrescence theory outlined a process of Black identity 
change that transformed self-hating Negroes into committed 
and self-accepting Blacks. The original model was based on 
the assumption of negative attitudes and feelings; however, 
Cross concluded that African Americans may have always had 
positive attitudes about their racial group but through 
nigrescence, they have shifted in how they demonstrate those 
attitudes.
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An Extension to the Racial Identity Development Model
Parham (1989) noted that descriptions of and 
explanations about the proposed changes in Black people's 
racial identity attitudes have been the focus of repeated 
studies during the past two decades. Initially, writers 
focused their efforts on developing models to explain the 
identity change phenomenon. Parham stated that each model 
hypothesized that identity development was characterized by 
movement across a series of sequential stages and that 
changes were influenced by an individual's reaction to 
social/environmental pressures and circumstances (Cross, 
1971, 1978; Jackson, 1975; Thomas, 1971; Williams,
1975).
Parham (1989) proposed extensions of the model which 
hypothesized that the process of psychological Nigrescence 
was a lifelong process, which began with the late- 
adolescence/early-adulthood period in an individual's life. 
He stated that the emergence of motivation to seek identity 
resolution corresponded to an individual's mental thrust 
into the world of adult concepts. Parham contended that 
although the racial identity attitudes an individual 
initially developed may correspond to any one of the four 
identity states (pre-encounter, encounter, immersion, and
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internalization) , his or her movement from one stage to the 
next was influenced by experiences with Whites as well as 
experiences with Blacks. In short, a person can start at 
one stage of awareness, continue through the process, and 
sometimes, recycle through again.
Another assumption of Parham's model runs contrary to 
previous writings by Cross during the Nigrescence area.
That was, development of an individual's racial identity was 
not simply a reaction to oppressive elements within society, 
although those elements were very influential. Parham
(1989) contended that identity development was influenced by 
an interaction between internal (individual) and external 
(environmental) factors.
Parham (1989) concluded that psychological Nigrescence 
and the corresponding changes in personal and racial 
ideologies constituted but one component of Black 
personality. As such, a broader theory of personality 
development including racial identity needed to be 
articulated, and this extension of Cross's (1971, 1978) 
model provided a basis for such theoretical development. 
Parham stated that his extension was not meant to serve as 
the definitive conclusion on Black personality 
development.
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Racial Identity Development and Career Aspiration
Evans and Herr's (1994) study investigated the possible 
effects of racial identity and perception of discrimination 
on the traditional career aspirations of African American 
college students. The respondents were 111 African American 
student volunteers who completed a demographic 
questionnaire, the Turner Perceived Discrimination against 
Blacks Scale, and The Turner Racial Identity Attitude Scale. 
According to Evans and Herr, racial identity and 
perception of discrimination were not significantly 
predictive of traditional African American career 
aspirations of the respondents. Evans and Herr's results 
suggested that other factors need to be investigated more 
closely to get a truer indication of their effects on career 
aspirations. In addition, further investigation into the 
influence of self-concept on the career development of 
African Americans was imperative (Evans & Herr, 1994).
Evans and Herr (1994) stated that research in the 1960s 
and 1970s showed that the professional aspirations of 
African American college students were limited to a few 
career areas (Back & Simpson, 1964; Glanz, 1977; Littig, 
1968). The areas included careers in education, social 
work, and government work (e.g., postal worker). Included
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in smaller numbers were the professions which were also 
supported by the community - medicine, mortuary science, 
religion, and law (Evans & Herr, 1994).
Evans and Herr's (1994) study investigated African 
American career choice, examining two job-related aspects of 
the African American experience in America: (a) how African
Americans felt about themselves - self-concept and (b) how 
African Americans felt about their environment - 
discrimination in the workplace. The researchers' findings 
indicated that racial identity attitudes failed to predict 
career aspirations in this study. The study's findings 
supported those observations reported by Grace (1984) in 
spite of the difference in population, sample selection, and 
use of the research instruments. Evans and Herr's 
hypothesis that perception of discrimination would predict 
traditional career aspirations also was not supported. The 
authors stated that after a life-time of exposure to 
perceived racial discrimination and helplessness, African 
Americans have learned to accommodate themselves to a 
disadvantaged status (Kramer, Rosen, & Willis, 1973; Turner 
& Turner, 1975) and have socialized their young accordingly 
(Grier & Cobb, 1968). Evans and Herr contended that for
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African Americans, racial discrimination was a "way of life" 
beyond their ability to alter, eliminate, or avoid.
Ethnic Identity Development Model
Smith (1991) asserted that the Cross Model dealt 
primarily with the issue of racial oppression and African 
Americans' psychological responses to oppression. The 
author stated that it did not deal with the broader concept 
of ethnic identity development across an individual's life 
span, nor did it provide a developmental basis for analyzing 
identity development. However, Smith noted that despite its 
limitations, the Cross Model was to be commended for its 
contribution to the literature. It has done a great deal, 
for example, to sensitize researchers to the fact that 
ethnic identity was a very salient part of an individual's 
overall identity development (Smith,1991). The purpose of 
Smith's article was twofold: (a) to reconceptualize the
issue of racial identity development so that it was not just 
limited to the issue of oppression and (b) to provide a 
beginning framework for conceptualizing ethnic identity 
development that could be used for members of both minority 
and majority ethnic groups. The author stated that to 
achieve this goal, the term "racial identity development" 
was changed to "ethnic identity development". The latter
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term was used because it was more generic in scope and 
because it indicated that race, for example, may not be the 
most salient determining factor for identity development 
(Smith, 1991). Ethnic group membership may be equally as 
potent a factor.
Smith (1991) concluded that the Smith Ethnic Identity 
Model had provided a framework for conceptualizing and 
analyzing some of the questions presented in her research; 
however, the model was only a beginning to the work needed 
in this area.
Racial Identity and Coping Strategies of Graduate Students
According to Bagley and Copeland (1994) racial identity 
was defined by Helms (1990) as a sense of group or 
collective identity based on one's perception that he or she 
shared a common racial heritage with a particular racial 
group. In Bagley and Copeland's study, they examined 
differences on the Racial Identity Attitude Scale (RIAS; 
Helms & Parham, 1985) and the Problem Solving Inventory 
(PSI; Heppner, 1981, 1988) among 34 African and 48 African 
American graduate students. According to Parham and Helms 
(1985), racial identity was defined as the attitude one 
possessed toward the dominant culture, and it encompassed 
four states:
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1. Pre-encounter - minority endorses the dominant 
cultures values and devalues his or her own;
2. Encounter - the individual has a shocking 
experience that forces him or her to reexamine values 
and become anti-White;
3. Immersion - the individual immerses himself or 
herself in Black culture and Black pride and rejects 
the dominant culture; and
4. Internalization - the individual internalizes 
values of his or her own culture and has commitments to 
the culture; however, he or she is able to accept the 
mainstream culture but endorses his or her own culture.
Bagley and Copeland (1994) contended that the coping 
methods of Blacks were especially important on a university 
campus with a majority of White students, where racial 
confrontations may influence their personality development 
and psychological adjustment (Kramer, 1973; Parham & Helms, 
1981; White & Parham, 1990). The authors stated that 
because there was limited research on racial identity and 
coping strategies of Black graduate students and African 
Americans, a large midwestern university was selected for 
the study. Bagley and Copeland noted that the term "Black"
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is used generally to describe Black people of color 
throughout the diaspora such as Africans, African Americans, 
Bahamians, and African Americans refers to natives of the 
United States or surrounding territories.
Of particular interest in the Bagley and Copeland 
(1994) study were the problem-solving skills of African and 
African American graduate students at an institution with a 
majority of White students. The researchers noted that 
because graduate study presented specific pressures for all 
students, it was important to examine how Africans and 
African Americans coped, especially because they may 
experience isolation and biases of race.
Bagley and Copeland's (1994) research indicated that 
there were significant differences in racial identity 
between Africans and African Americans on both the pre­
encounter and internalization state; however, there was also 
an acculturation effect based on length of time in the 
United States for African students. According to the 
researchers, after 3.5 years in the United States, pre­
encounter attitudes were more frequent. The researchers 
suggested that African students may be expected to evolve 
through identity states when exposed to the vestiges of 
being a minority or after experiencing racism. Bagley and
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Copeland stated that there was no differences in coping 
strategies between Africans and African Americans. The 
study indicated that the sample of graduate students had a 
tendency to approach problems rather than to avoid them when 
compared to a normative group. The researchers stated that 
they expected to find differences. Bagley and Copeland 
stated that this study should be regarded as exploratory, 
because further research was needed to examine the variables 
presented in their study.
Summary on Racial Identity Development
In summary, racial identity development is an essential 
human need. It provides a sense of belonging and a sense of 
historical continuity for an individual. Racial identity 
development is a process of coming to terms with one's 
racial or ethnic membership group. This process continues 
through out one's life-span. For African American female 
college students, this process is filled with many 
challenges, because of their membership in two negatively 
ascribed groups based on race and gender.
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Graduate and Professional Educational Experience
Factors Affecting African American Students1 Success
Braddock and Trent (1991) stated that in recent years, 
fundamental changes have occurred in African American 
students' access to graduate and professional schools. The 
authors noted that issues of access to graduate and 
professional school were important because African Americans 
continue to be underrepresented in advanced degree programs, 
especially in the hard sciences and technical fields 
(Blackwell, 1981; and Thomas, 1985). Issues of success in 
graduate and professional school —  academic performance, 
retention, and graduation —  are equally important, yet they 
have received little attention from researchers and policy 
makers (Blackwell, 1981).
Braddock and Trent (1991) examined factors affecting 
African American students' success in graduate and 
professional schools. The researchers stated that several 
things became obvious when the findings of their study were 
examined. First, it was clear that the determinants of 
grade performance differed for African American graduate and 
professional students in terms of undergraduate grades and 
educational aspirations or more diverse personal-social 
factors. Braddock and Trent contended that for Black
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graduate students, grade performance was primarily explained 
by undergraduate grades and educational aspirations.
However, for Black professional students, grade performance 
was explained by a more diverse set of factors, including 
social background factors such as sex and age, major-field 
competitiveness, interaction with white faculty, and the 
presence and role of Black faculty in the students' 
programs. Thus, grade attainment in graduate and 
professional schools appeared to reflect two distinct causal 
processes for Black students. The researchers suggested 
that while more extensive research on this topic was called 
for, the present findings suggested that admissions 
officials should become more sensitive to these subtle 
differences in the correlates of Black students' success in 
graduate and professional schools.
Second, Braddock and Trent (1991) stated that college 
or university characteristics and experiences appeared to be 
important factors affecting African American students' 
success in advanced degree programs, especially professional 
programs. They stated that attention should be given to the 
racial makeup of the faculty or department and to the role 
assigned to Black faculty personnel. Simply having Blacks
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represented on the faculty, even as counselors or 
recruiters, was important to the issue of equity and access 
in advanced degree programs (Blackwell, 1981), but as 
Braddock and Trent's data suggested, it was vital to the 
academic success of African American students that Blacks 
were an integral part of the teaching faculty as well. 
Gender-Related Differences. Academic Performance and 
Retention
Matthews and Jackson (1991) stated that from 
preliminary observations, one could assume that there were 
few gender-related differences in factors that influenced 
the academic performance and retention of Black graduate and 
professional students. Nevertheless, the authors noted that 
based on research at the undergraduate level, as well as 
cursory evidence of student outcomes at the postgraduate 
level provided in the works of Blackwell (1981) and Anderson 
(1984) , they could speculate that there were important 
differences by gender in the mechanism for generating 
success. It was to an examination of these differences that 
Matthew and Jackson directed their study.
Information for the Matthews and Jackson (1991) 
analysis was taken by the researchers from the National 
Study of Black College Students. It included data on Black
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males and Black females enrolled in seven predominantly 
White graduate and professional school programs. The sample 
was composed of 152 males (63 graduate and 89 professional) 
and 229 females (80 graduate and 149 professional). As the 
researchers conceived the process, success was primarily a 
function of background factors, institutional/structural 
factors, and social-psychological factors.
Matthews and Jackson's (1991) findings indicated that, 
in both graduate and professional schools, males and females 
were quite similar in their characteristics. That was, 
there did not appear to be any substantial differences 
between the types of males and the type of females enrolled 
in these two postgraduate settings. The researchers did 
find that in professional schools, males and females 
exhibited significant differences in the outcome measures 
employed in their analysis. However, according to Matthews 
and Jackson such findings were not evident in graduate 
schools.
The researchers of the descriptive analysis implied a 
significant difference across educational contexts (Matthews 
and Jackson, 1991). The researchers found that the 
traditional attainment models used to estimate outcomes had
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varying degrees of success, depending on which group was 
considered and in what context.
Matthews and Jackson (1991) were able to explain 
substantial portions of the variance in retention for 
females in professional school and were able to account for 
a modest proportion of the variance in graduate grade point 
average (GGPA) for males in graduate school. The 
researchers noted that traditional criteria carry 
considerably more weight in the professional context for 
females than it did for females in the graduate context, but 
only with respect to retention. Matthews and Jackson found 
that financial resources were the most dominant predictors 
of females in professional school. The authors noted that a 
similar pattern held for males in the graduate context, as 
opposed to males in the professional context, but only with 
respect to grades. Here, Matthews and Jackson found that 
institutional characteristics were, by far, the stronger of 
the determinants of academic performance in graduate school.
Matthew and Jackson (1991) concluded that their 
inability to model the female graduate school experience, as 
well as the male professional school experience, may have a 
lot to do with some missing dimension which was not 
traditionally included in such models of educational
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outcomes. They suggested that the missing dimension could 
very well be of a more social nature having to do with 
feelings of alienation, perceptions of progress, and the 
existence of mentors. Matthews and Jackson stated that such 
factors had proven to be quite successful in helping explain 
outcome variation for Blacks at the undergraduate level.
They suggested that it may be that such factors were quite 
crucial at the postgraduate level as well.
The Investment in Graduate and Professional Education for 
African Americans
Thomas (1987) noted that while educational attainment 
was not upheld as a single sufficient condition for Black 
occupational attainment and upward mobility, the perspective 
of this research was that educational investment was 
mandatory for Blacks, given the historical and persistent 
disadvantage of race in this society. The author's article 
documented the recent higher education enrollment and 
degree-attainment status of Black Americans. Thomas 
concluded from the presentation of the available data that: 
(1) Black students were not advancing and, in some cases, 
were losing ground relative to the momentum in higher 
education they achieved in the 1970s; (2) Black students 
remained underrepresented in graduate and professional
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degree attainment, particularly in the natural and technical 
sciences; and (3) only a limited proportion of United States 
colleges and universities had contributed to the small pool 
of Black degree recipients in the natural and technical 
sciences. Further, the author suggested that a combination 
of individual and institutional-level efforts was needed in 
order to advance the higher educational participation and 
success of Black students.
Thomas (1987) stated that the primary source of data 
for her paper was the Higher Education General Information 
Survey (HEGIS) administered by the U.S. Department of 
Education, Office of Civil Rights (OCR). Descriptive 
statistics were used to assess the current status of Black 
student enrollment and degree completion, and the role of 
various U.S. institutions in contributing to Black 
enrollment and degree attainment (Thomas, 1987) .
Thomas (1987) noted that at the institutional level, 
more effective and extensive federal and state affirmative 
action efforts were needed to reverse the current trends in 
Black higher educational attainment and to further the 
progress of Blacks. According to Thomas, investing in 
higher education remained a necessity for Blacks because 
competitive employers desired highly educated and highly
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"talented" Blacks. The author contended that racial 
disparities in educational and occupational attainment and 
the present declining trends in Black graduate and 
professional education achievement would not only persist, 
but would increase, if strategies were not implemented to 
address the noted problems.
Differences In Educational Experiences and Performance
According to Nettles (1990), in comparison to White 
students, relatively few Black and Hispanic students entered 
graduate school, and even fewer succeeded in obtaining a 
doctoral degree. The author noted that very little 
information existed about how the background characteristics 
and undergraduate educational preparation of these students 
related to their transition from undergraduate to graduate 
school, their graduate school experiences, and their grades 
and satisfaction while enrolled in doctoral programs.
Nettles' technical research report, Comparing the 
Backgrounds. Educational Experiences, and Outcomes of 
Black.Hispanic, and White Doctoral Students, sponsored by 
the Center for Postsecondary Governance and Finance and the 
Graduate Record Examination (GRE) Board, addressed these 
issues. Data were gathered through an extensive survey that 
included a 142-item questionnaire developed with the
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assistance of associate deans at four participating 
institutions. The survey was administered to 1,352 doctoral 
students at the four large public institutions. Nettles
(1990) stated that the main objectives of the study were to 
provide the basis for a better understanding of the 
differences in the educational experiences and performance 
of Black, Hispanic, and White doctoral students; to identify 
the factors that contributed to the differences among these 
three groups; and to develop recommendations for improving 
the doctoral experiences and performance of minority 
students.
According to Nettles (1990), the survey revealed many 
racial group differences. The researcher suggested that 
compared to the Hispanic and White students, the Black 
students came from the poorest SES backgrounds, received 
their baccalaureate degrees from the least selective 
undergraduate institutions, and received the lowest grades 
in both their undergraduate and doctoral programs. They 
were also far less likely to be graduate research and 
teaching assistants, were more reliant on personal resources 
and loans to support the majority of their doctoral program 
expenses, and had greater feeling that their graduate 
institutions were racially discriminatory (Nettles, 1990).
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Nettles (1990) contended that the differences found 
between the Black, Hispanic, and White students in this 
study suggested that graduate institutions may need to have 
different programs, policies, and strategies to address the 
unigue characteristics and experiences of different minority 
groups rather than trying to serve them all as if they have 
identical needs.
Factors Contributing to Successful Adjustment of Minorities 
Vinning Brown, Clewell, Ekstrom, Goertz, and Powers 
(1994) contended that research was needed to identify 
factors contributing to the successful adjustment of 
minority students to predominantly White campuses. The 
authors noted that Thompson and Frets (1991) found that 
Black students' academic and social adjustment on a 
predominantly White campus was related to bicultural 
adaptive strategies, including having cooperative attitudes 
and a need to establish social cohesion or a sense of 
community. Vinning Brown et al. cited Allen (1992) who 
viewed Black student outcomes as resulting from a two-stage 
process involving both the characteristics of the individual 
and the characteristics of the institution. Vinning Brown 
et al. stated that these combined to influence academic 
performance, extent of social involvement, and occupational
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goals. Allen (1992) was concerned with how the student 
perceived the campus situation, how the student handled 
various situations, and the students' adeptness in help- 
seeking situations.
Vinning Brown et al. (1994) noted that one of the best- 
known theories about student attrition from college was 
Tinto's Student Integration Model (1987). This model 
included effects from both the academic system (academic 
performance, faculty/staff interactions) and the social 
system (extracurricular activities, peer-group interactions) 
that determined the academic and social integration of the 
individual within the institution (Vinning Brown et al., 
1994). According to Vinning Brown et al., this integration, 
together with pressures from external commitments, 
interacted with a student's goals and intentions, leading to 
retention in or departure from college.
Vinning Brown et al. (1994) noted that Tinto (1991) was 
working to modify his model of attrition from undergraduate 
education to the graduate level. Tinto (1991) believed that 
graduate school attrition was more strongly related than 
undergraduate attrition to departmental characteristics and 
specific relationships within a department. Vinning Brown 
et al. cited Clewell (1987) who found, in her review of the
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literature on retention, four factors to be strongly 
associated with graduate school success: academic
integration, relationships with faculty, institutional 
climate/peer relationships, and financial aid.
Summary on Graduate and Professional Educational Experience 
Vinning Brown et al. (1994) noted that the climate of a 
graduate school —  its receptiveness to cultural pluralism 
and its efforts at integrating minority students into the 
social and intellectual life of the graduate community —  
were essential elements in programs that admit and retain 
significant numbers of minority students. Given the small 
numbers of African American women currently entering 
graduate and professional schools, it is critical that 
factors such as the graduate and professional educational 
experience are explored in efforts to increase and retain 
the numbers of African American females pursuing advanced 
degrees.
Summary of the Review of the Literature
The preceding sections explored the literature on 
African Americans, African American women, women and other 
minorities pursuing graduate and professional education and 
the various factors as well as methodological weaknesses in
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these areas of research. In sum, this study attempted to 
expand the exploration of self-concept, racial identity 
development, and graduate and professional educational 
experiences as noted by the various researchers and 
determine these aspects and their relationship to the plans 
to pursue graduate and professional education among African 
American females.
The literature does not address the issues faced by 
African American women in higher education. This group 
appeared to be ignored in research; however, it was evident 
that they have made great strides throughout history in 
educational and career attainments. The African American 
women have triumphed over, slavery, racism, sexism, and 
discriminations in order to achieve educational and career 
successes.
Vinning Brown et al. (1994) concluded that effective 
retention efforts were characterized by an institution-wide 
policy initiated, directed, and coordinated at the highest 
level of administration; leadership from the graduate dean 
as well as departmental commitment and involvement; 
provision of support services focusing on areas that require 
special attention; and an efficient record-keeping system to
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monitor effectiveness (Clewell, 1987; Hamilton, 1973; Olson, 
1988).
In summary, African American female students' academic 
and social experiences have an influence on their 
persistence and performance in graduate and professional 
schools. More research information is needed which examines 
the relationship between self-concept, racial identity 
development, and perceptions of the graduate and 
professional educational experience among African American 
female college students planning to pursue advanced degrees.
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CHAPTER 3 
COLLECTION OF DATA
Sample Population
The population of this study consisted of African 
American female college students completing their senior 
year at a historically Black four-year private university 
located in a small southeastern city. The target population 
was restricted to senior African American females who had 
plans of pursuing advanced degrees upon graduation. All 
participants were volunteers and were recruited through 
faculty, administrators, and the coordinator of senior class 
activities during the week of senior examinations.
Interested female students were asked to complete a sign-up 
sheet providing their names, local and permanent addresses, 
and telephone numbers. Volunteers were also provided an 
information flyer which stated the purpose of the study and 
indicated the approximate date that surveys packets would be 
mailed.
Subjects consisted of volunteers from various academic 
majors at the university.
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Data Gathering
A total of 210 graduating African American female 
college students who were planning to pursue advanced 
degrees were identified to participate in the research 
study. Data were collected by the researcher utilizing 
written questionnaires mailed to or handed out to 
volunteers. Each student was given a survey packet 
consisting of a cover letter explaining the nature and scope 
of the research and asking for their participation, a 
consent form to be signed and returned, instructions 
detailing how to complete the questionnaires, research 
questionnaires for completion, and a postage-paid return 
envelope. As an incentive, a drawing for three dinner-for- 
one gift certificates was offered as a token of the 
researcher's appreciation. In an effort to ensure the 
receipt of the last 20 surveys, two cash prizes were offered 
for the last twenty individuals returning survey packets.
The cash prizes included $10.00 for first prize and $5.00 
for second prize.
Data were collected by using written questionnaires.
A 198-item questionnaire was utilized, which included a 
demographic questionnaire of the college student pursuit of 
graduate and professional education, the Tennessee Self-
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Concept Scale, the BRIAS Social Attitude Scale, and a survey 
of the college student's perceptions of graduate and 
professional educational experiences.
The demographic guestionnaire of the college student 
pursuit of graduate and professional education questionnaire 
was compiled by the researcher. The survey of the college 
student's perception of graduate and professional 
educational experiences was the researcher's revised version 
of the Nettles' Survey of College Student Experiences and 
Performance and the Pace's College and University 
Environment Scale.
The consent forms was returned by mail upon 
participant's completion of the survey packet. The 
researcher was available by telephone or in her office for 
any questions a participant may have concerning the 
directions for completing the questionnaires. Survey 
packets were returned by mail or brought to the researcher's 
office when participants completed the questionnaires.
Instrumentation
The dependent variable investigated in this research 
was the plans to pursue advanced degrees and commitment to 
the plan to pursue. The instrument utilized to measure this
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variable was a questionnaire specifically designed for use 
in this study. Other information to be gathered included 
variables defined in the research literature which related 
to African American females planning to pursue graduate or 
professional education. The data collected included pursuit 
of graduate and professional education, advanced degree 
level, advanced degree program, academic major, cumulative 
undergraduate grade point average, age, gender, marital 
status, and other background information.
The self-concept factor was measured with the 
Tennessee Self-Concept Scale development by William Fitts 
(1964). The scale consisted of 100 self-descriptive 
items; 90 of them assessed the internal and external 
dimensions of self-concept and 10 assessed self-criticism. 
The scale intended to summarize an individual's feelings, 
self-worth, the degree to which the self-image was 
realistic, and whether or not that self-image was a deviant 
one. The subject gave from one to five responses, ranging 
from completely true to completely false.
The TSCS was the most widely used and the most 
comprehensive self-concept instrument that was utilized in 
current research (Walsh, 1984). On a test-retest study over 
a two-week period reliability scores ranged from .61 to .92
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on many of the subscales (Pais, 1978). With regard to 
convergent and discriminant validity, the TSCS was reported 
to correlate significantly with the MMPI, the Edward's 
Preference Test and many other widely used instruments 
(Walsh, 1984). The final items were chosen after seven 
clinical psychologists classified each item and only those 
were included which had unanimous agreement.
The BRIAS Social Attitudes Scales (Revised), a recently 
revised edition of the RIAS-B, was used in this study. It 
contained updated language and five additional questions. 
However, the content was the same but the new five subscales 
were utilized in lieu of the original four subscales.
The BRIAS is a 50-item scale with five subscales:
(1) Pre-encounter (2) Encounter (3) Immersion (4) Emersion 
and (4) Internalization. Responses were on a five-point 
Likert scale that ranged from strongly disagree (1) to 
strongly agree (5). Scores for each scale ranged from 1 to 
5 and were obtained by averaging the ratings from each 
scale. Higher scores indicated higher levels of the 
attitudes represented by the subscales. A total score was 
also computed by adding the averages for the subscales.
Robinson (1992) found some problems in using the RIAS- 
B, the original form of this test. Namely, some of the
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subscales were reported to be intercorrelated and had 
marginal reliability. Internal consistency reliabilities of 
the RIAS-B scales are .76 for Pre-encounter, .51 for 
Encounter, .69 for Immersion-emersion and .80 for 
Internalization scale (Parham and Helms, 1981).
Grace (1984) judged the validity of the RIAS-B to be 
adequate because Milliones' Developmental Inventory of Black 
Consciousness correlated positively although not 
substantially with the scales of the RIAS- Version A. The 
obtained correlations seemed to support the theories 
underlying the respective measures.
The perception of graduate and professional educational 
experience was measured by using a 26-item survey instrument 
which was the researcher's revised form of the Survey of 
College Experiences and Performance developed by Michael T. 
Nettles and the College and University Environment Scales 
(CUES) developed by C. Robert Pace.
Nettles' original survey's purpose was to help 
universities to identify ways to improve student retention, 
academic achievement, and graduation rates. The original 
instrument contains 49 items which address, student's 
personal and academic concerns, campus environment, family 
background, academic involvement, and student background.
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The researcher's revised instrument investigated the 
student's perceptions of the areas addressed in Nettles' 
original instrument; however, questions were revised, when 
needed, for assessment of perceptions of the graduate and 
professional experiences and performance.
Pace's original scale's purpose was to assess students' 
conceptions of "the prevailing atmosphere or climate of the 
campus". The instrument examined seven areas: practicality, 
community, awareness, propriety, scholarship, campus morale, 
quality of teaching and faculty-student relationships. CUES 
consisted of 160 items. The researcher utilized various 
items from the instrument which addressed issues related to 
graduate and professional educational experiences.
Research Design
The basic research design for this study utilized the 
correlational method of analyzing the data. The purpose of 
this design was to explore the degree of relationship among 
measures of pursuit of advanced degrees and measures of 
self-concept, racial identity and perception of graduate and 
professional educational experience. An attempt was made 
both to clarify the relationships among these variables and
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to discover the magnitude of these relationships through the 
use of correlational coefficients.
One of the limitations of this type of research was 
that it could not establish cause-and-effect relationships 
between the variables (Borg and Gall, 1992). If one found a 
positive correlation between two variables, then one could 
have also found other causal inferences which were just as 
likely. Another limitation of the correlational design was 
that when a relationship was discovered, it may have been 
due to an "artifact". The relationship may have been due to 
a similarity of scales between instruments rather than the 
personality factors being similar (Borg and Gall, 1992) .
Specific Research Hypotheses
The following section includes the research hypotheses 
evaluated in this present study investigating the 
relationship among self-concept, racial identity and 
perception of the graduate and professional educational 
experience among African American female college students 
planning to pursue advanced degrees:
1. There is a statistically significant relationship 
between self-concept and the plans to pursue advanced
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degrees among African American female college students 
as measured by the Tennessee Self-Concept Inventory.
2. There is a statistically significant relationship 
between racial identity and the plans to pursue 
advanced degrees among African American female college 
students as measured by the BRIAS Social Attitudes 
Scales (Revised).
3. There is a statistically significant relationship 
between the perception of graduate and professional 
educational experience and the plans to pursue advanced 
degrees among African American female college students 
as measured by a survey of the college student's 
perceptions of the graduate and professional 
educational experiences (researcher's revised form of 
the Nettles' Survey of College Student Experiences and 
Performance and the Pace's College and University 
Environment Scale).
4. There is a statistically significant difference 
between the advanced degree program pursued by 
African American female college students and self- 
concept, racial identity development and perceptions of 
the graduate and professional educational experience.
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5. There is a statistically significant difference 
between African American female college students with 
definite plans to pursue advanced degrees and those who 
have tentative plans to pursue advanced degrees, in 
self-concept, racial identity development, perception 
of the graduate and professional education.
Statistical Analysis
The data for this study were analyzed utilizing 
multivariate correlations. Frequency distributions were 
generated for all socio-demographic variables in order to 
provide a description of the sample population. The Pearson 
product moment correlations was utilized to explore the 
variables to determine bivariate relationships.
Additionally, discriminant analysis procedures were 
employed to predict the probability of the advanced degree 
pursued and level of commitment plan to the pursuit of the 
advanced degree (definite or tentative plans) from the three 
factors of self-concept, racial identity development, and 
perception of the graduate and professional educational 
experience. These statistical procedures attempted to 
ascertain whether the advanced degree pursued and the level 
of commitment to the pursuit of the advanced degree were
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influenced by self-concept, racial identity, and perception 
of the graduate and professional educational experience. A 
.05 level of probability was utilized on all tests to 
determine statistical significance.
Ethical Considerations
An informed consent was utilized to assure each 
participant about the purpose of the project. The consent 
form was also be helpful in providing the subjects with an 
explanation of the instrumentation and to advise them that 
their participation was voluntary, important and desirable 
(Borg and Gall, 1992). Anonymity was assured in this study 
as no information on the subjects' completed questionnaires 
was provided. In order to further protect the participants, 
the researcher did not have the knowledge of who completed 
which questionnaire when analyzing the data. Every effort 
was made to reassure the participant about the scope of the 
project and the use of the results. The study was seen as 
providing "minimal risk" to subjects (Borg and Gall, 1992) 
in that data was recorded in such a manner that subjects 
could not be identified.
The study was conducted utilizing student volunteers.
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The list of identified female students planning to pursue 
graduate or professional education was obtained from a 
recruitment effort utilizing various academic departments, 
female student organizational leaders, and relevant units of 
the university. In addition, this study was submitted to 
the School of Education Human Subjects Review Committee 
(SOE-HSR) for review.
Summary
A sample of the class of African American female 
college senior volunteers planning to pursue graduate or 
professional education were obtained from various sources at 
the predominately Black private university in the Southeast. 
These participants were mailed a survey packet consisting of 
a series of instruments which explored the areas of self- 
concept, racial identity development, perception of graduate 
and professional educational experience, and pursuit of 
graduate and professional education. The data from these 
measurements were recorded anonymously. Upon tabulation of 
these scores, the data were analyzed using various 
statistical procedures. Through the use of multivariate 
correlations, an attempt was made to determine the degree of 
relationships among self-concept, racial identity
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development, perception of graduate and professional 
educational experience, and pursuit of graduate and 
professional education. In addition, discriminant analysis 
procedures were employed to predict the probability of the 
advanced degree pursued and the level of commitment to the 
pursuit of the advanced degree from the three variables. 
Approval was received from the School of Education's Human 
Subjects Research Committee at The College of William and 
Mary. After compilation of data, results were reported in 
accordance with the professional and ethical standards of 
doctoral research in the School of Education at The College 
of William and Mary.
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CHAPTER 4 
ANALYSIS OF RESULTS
The purpose of this study was to empirically test how 
self-concept (family self, moral-ethical self, personal 
self, physical self, self criticism, social self, and total 
self), racial identity development (pre-encounter, 
encounter, immersion, emersion, and internalization) and 
perceptions of the graduate and professional educational 
experience were related to the pursuit of advanced degrees 
among African American female college students. African 
American female college students' plans to pursue advanced 
degrees were investigated by using five variables 
(consisting of five survey response items) which assessed 
the student's commitment to the plan to pursue an advanced 
degree. This chapter includes results of the Pearson 
Product-Moment correlation, canonical discriminant 
functions, discriminant analyses and discussions on various 
aspects of the results.
Description of Sample
The population for this study included African American 
female college seniors from a private historically Black
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institution located in the southeast United States who had 
plans to pursue advanced degrees. A sample size of 85 was 
obtained from 210 students volunteering to participate in 
the study. The majority of the participants were between 21 
and 22 years old and single.
The greater percentage of the participants intended to 
pursue masters degrees within a year, received most of the 
graduate and professional information through personal 
inquiry, completed majors in the undergraduate school of 
Liberal Arts and Education, earned cumulative grade point 
averages between 3.00 and 3.49 and about half had taken 
graduate or professional school entrance exams.
The majority of the students were reared by both 
parents who were professionally employed as teachers, mid­
level business executives, etc. and their families' yearly 
incomes were above $51,000.
Dependent Variable
The dependent variable included five measures of 
pursuit: accept, attendance, cumulative grade point
average, enrollment, and entrance examination (see Table 1 
for descriptions). These measures were derived from each 
subject's response to the survey questionnaire which
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assessed the student's plans to pursue graduate or 
professional education. This study utilized self-concept, 
racial identity development, and perception of the graduate 
and professional educational experience to discriminate 
among the five measures of pursuit. The results indicated 
that 24.7 percent of the participants had been accepted into 
a graduate or professional school. The results from all 
participants indicated that: 58.8 percent had plans of
attending graduate or professional school full-time, 44.0 
percent had cumulative grade point averages of 3.00 - 3.49,
65.1 percent planned to enroll within one year, and 49.4 
percent had taken a graduate or professional entrance exam.
Table 1 
DEPENDENT VARIABLES
1. Official acceptance into a graduate or 
professional program (ACCEPT)
This measure was assessed using a two-choice 
response item (yes and no). Additional 
information (school of acceptance, program, 
and enrollment date) was requested if student 
indicated official acceptance into a program.
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Table 1 (continued)
2. Plans to attend graduate or professional school on 
a full-time or part-time bases (ATTEN)
Attendance plans were measured utilizing a three- 
choice response item (full-time, part-time and 
undecided).
3. Cumulative grade point average (CGPA)
This measure was assessed using a five-choice 
response item (3.50 - 4.00, 3.00 - 3.49, 2.50 - 
2.99, and less than 2.00)
4. Enrollment in graduate or professional schools 
within a specified number of years (ENROLL).
The enrollment measure was determined by using a 
three-choice response item (enroll within 0 - 1  
year, 2 - 3  years, and 4 - 5  years).
5. Entrance examinations taken (EXAM)
This measure was assessed from a two-choice 
response item (yes and no). If the yes response 
was selected then the student was requested to 
list the name of the exam and scores earned.
In sum, the five measures of pursuit were selected 
because they are of critical importance to the pursuit 
process for graduate and professional schools. Many of
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these measures were also related to the successful 
matriculation and completion of the advanced degree 
program.
Summary of Hypotheses Testing
The following research hypotheses were evaluated and 
summaries provided for this study which investigated the 
relationship among self-concept, racial identity 
development, and perception of the graduate and professional 
educational experience among African American female college 
students planning to pursue advanced degrees:
HI
There is a statistically significant relationship 
between self-concept and the plans to pursue advanced 
degrees among African American female college 
students as measured by the Tennessee Self-Concept 
Scale.
A test of the strength and direction of the correlation 
among the seven measures of self-concept (family self, 
moral-ethical self, personal self, physical self, self- 
criticism, social self, and total self) and the five 
measures of pursuit using the Pearson Product-Moment
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Correlation Coefficient indicated a significant correlation 
coefficient for one measure of self-concept, social self- 
concept (SOCSELF) with cumulative grade point average 
(CGPA). A correlation coefficient of .2702 with a p-value of 
.013 and n of 83 was indicated. The results indicated that 
the higher the SOCSELF score, the higher the CGPA. There 
were weaker correlations among the other six measures of 
self-concept and the remaining four measures of plans to 
pursue advanced degrees among African American female 
college students. The results of the Pearson Correlation 
Coefficient are found in Table 2.
A two-tailed test was used to identify twenty-seven 
positive associations and eight negative associations among 
the measures of the two variables. A .05 level of 
significance was selected.
H2
There is a statistically significant relationship 
between racial identity development and plans to pursue 
advanced degrees among African American female college 
students as measured by the BRIAS Social Attitudes 
Scale (Revised).
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Correlational coefficients 
SEVEN MEASURES OF SELF-CONCEPT AND FIVE MEASURES OF PURSUIT
ACCEPT ATTEN CGPA ENROLL EXAM
FAMSELF .0906 .1724 .0640 -.0406 .0560
84 84 83 83 84
p=.412 p=.117 p=.565 p=.716 p=.613
MOETSELF .0916 .0538 .0416 .1666 .0905
84 84 83 83 84-
p =  .860 p=.627 p=.709 p=.132 p=.413
PERSELF .0708 .1113 .0232 .1488 .0175
84 84 83 83 84
p=.S52 p = .314 p=.835 p=.179
sIIo.
PHYSSELF .0996 .0204 -.1(47 -.0223 -.0248
84 84 83 83 84
p=.368 p=.854 p=.346 p=.842 p = .823
SOCSELF .0195 .1191 .2702 .0939 -.0245
84 84 83 83 84
p = .860 p=.280 p= .0I3 p=.398 p=.825
SELFCRIT -.1858 -.0216 .0712 -.1369 .0154
84 84 83 83 84
p=.091 p=.845 p=.S22 p=.217 p =  .890
TOTSELF .0993 .1644 .1019 .1058 .0392
84 84 83 83 84
p=.369 p=.135 p=.345 p=.341 p = .723
(Two-tailed Significance a t .05 level)
FAMSELF = FAMILY SELF PHYSELF = PHYSICAL SELF PERSELF = PERSONAL SELF
MOETSELF =  MORAL-ETHICAL SELF SOCSELF =  SOCIAL SELF SELCRIT = SELF-CRITICISM
TOTSELF =  TOTAL SELF
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A test of the strength and direction of the correlation 
among the five measures of racial identity development 
(pre-encounter, encounter, immersion, emersion, and 
internalization) and the five measures of pursuit using the 
Pearson Product-Moment Correlation Coefficient indicated a 
significant correlational coefficient for two measures of 
racial identity development, pre-encounter (PREE) and 
encounter (ENCO). PREE was significantly correlated with 
ACCEPT (r=—.2428, p=.026, n=84), and ENCO was significantly 
correlated with ENROLL (r=-.2277, p=.038, n=83). The 
results indicated that the higher the PREE score, the lower 
the ACCEPT rate and the higher the ENCO score, the lower the 
ENROLL rate. There were weaker correlations among the other 
three measures of racial identity development and the 
remaining three measures of plans to pursue advanced degrees 
among African American female college students. In sum, the 
correlation coefficient for the pre-encounter and encounter 
stages indicated negative correlation coefficient for two 
measures of pursuit. The results of the Pearson Correlation 
Coefficient are found in Table 3.
A two-tailed test was used to identify nineteen 
negative associations and six positive associations among
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the measures of the two variables. A .05 level of 
significance was selected.
H3
There is a statistically significant relationship 
between the perception of the graduate and professional 
educational experience and the plans to pursue advanced 
degrees among African American female college students 
as measured by a survey of the college students' 
perceptions of graduate and professional educational 
experiences.
A test of the strength and direction of the correlation 
among the variable perception of the graduate and 
professional educational experience and the five measures of 
pursuit using the Pearson Product-Moment Correlation 
Coefficient indicated a significant correlation coefficient 
of .2218 with a p-value of .041 and n of 85 for perceptions 
of the graduate and professional educational experience 
(PERCEGP) and official acceptance (ACCEPT). The results 
indicated that the higher the PERCEGP score, the higher the 
ACCEPT score. There were weaker correlations among the 
perceptions of the graduate and professional experience and 
the four remaining measures of plans to pursue advanced
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
9 4
degrees among African American female college students.
The results of the Pearson Correlation Coefficient are found 
in Table 4.
A two-tailed test was used to identify three positive 
associations and two negative associations among the 
measures of the two variables. A .05 level of significance 
was selected.
H4
There is a statistically significant difference between 
the advanced degree program pursued by African 
American female college students and self-concept, 
racial identity development and perception of the 
graduate and professional educational experience.
A test of the differences among centroids of the 
advanced degree program pursued groups, master's (MAST), 
professional (PROF), doctorate (DOC), and other (OTH) using 
canonical discriminant functions indicated no significant 
functions which differentiated the groups. The results of 
the canonical discriminant functions and the chi-square test 
are found in Table 5.
The discriminant analysis using these three variables 
(SELF-CONCEPT, RACIAL IDENTITY DEVELOPMENT, PERCEPTIONS OF
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THE GRADUATE AND PROFESSIONAL EDUCATIONAL EXPERIENCE) 
predicted 60.5 percent of the master's level pursuit 
students, 57.9 percent of the professional level students,
47.1 percent of the doctoral students, 5.0 percent of the 
other degree level students and 100.0 percent of the 
ungrouped student cases. In total, this model predicted 
57.83 percent of the 85 master's, professional, doctorate 
and other student degree pursuit correctly while predicting 
42.17 incorrectly (see Table 6).
H5
There is a statistically significant difference 
between African American female college students with 
definite plans to pursue advanced degrees and those 
who have tentative plans to pursue advanced degrees; in 
self-concept, racial identity development, perception 
of graduate and professional education.
A test of the differences among the centroids of the 
definite plans to pursue and the tentative plans to pursue 
groups using canonical discriminant functions indicated no 
significant functions which differentiated the groups. The 
results of the canonical discriminant functions and the chi- 
square test are found in Table 7.
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The discriminant analysis using the three variables 
listed (SELF-CONCEPT, RACIAL IDENTITY DEVELOPMENT, 
PERCEPTION OF THE GRADUATE AND PROFESSIONAL EDUCATIONAL 
EXPERIENCE) predicted 65.0 percent of definite plans 
students, and 78.1 percent of the tentative plans students. 
In total, the model predicted 75.0 percent of the definite 
plans students and tentative plans students correctly while 
predicting 25.0 percent incorrectly (see Table 8).
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Table 3 
Correlation Coefficients 
FIVE MEASURES OF RACIAL IDENTITY DEVELOPMENT AND FIVE
MEASURES OF PURSUIT
ACCEPT ATTEN
PREE -.2428 -.0258
84 84
p=.026 p=.816
ENCO -.1397 -.0146
84 84
p=.205 p=.895
IMMER—.1735 -.0882
84 84
p=.114 p=.425
EMERS-.1513 .0431
84 84
p=.169 p=.697
INTERN-.0164 .0621
84 84
p=.882 p=.575
CGPA ENROLL EXAM
-.0227 .0640 -.1532
83 83 84
p=.839 p=.565 p=.164
-.1101 -.2277 -.0106
83 83 84
p=.322 p=.038 p=.924
.0621 -.1449 .0124
83 83 84
p=.577 p=.191 p=.911
-.1570 -.1601 .1029
83 83 84
p=.156 p=.148 p=.114
-.0723 .0219 .0868
83 83 84
p=.516 p=.844 p=.432
PREE =  Pre-encounter 
EMERS =  Emmcrsioo
(Two-tailed Significance at the .05 level) 
ENCO =  Encounter IMMER =  Imersion 
ENTER = Internalization
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Table 4 
Correlation Coefficients 
PERCEPTIONS OF THE GRADUATE AND PROFESSIONAL EDUCATIONAL 
EXPERIENCE AND FIVE MEASURES OF PURSUIT
ACCEPT ATTEN CGPA ENROLL EXAM
PERCEGP .2218 .0009 -.0403 .1245 -.0387
84 84 83 83 84
p=.041 p=.993 p=.716 p=.259 p=.725
(Two-tailed Significance at .05 level)
PERCEGP = Perception of graduate and professional 
educational experience
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Table 5
Canonical Discriminant Functions and Chi-Square 
FOR THE GRADUATE AMD PROFESSIONAL PURSUIT GROUPS
<n=85)
Pet of Cum Canonical After Wilks'
Fen Eigenvalue Variance Pet Corr
1* .4471 61.53 61.53 .55558
2* .1580 21.75 83.28 .3694
3* .1215 16.72 100.00 .3292
Fen Lambda Chi-square df Sig
0 .532088 46.690 36 .1093
1 .769968 19.344 22 . 6240
2 .891653 8.486 10 .5815
*Marks the 3 canonical discriminant functions remaining in 
the analysis.
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Table 6
Results of the Discriminant Analysis 
GROUPS DEFINED BY GRADUATE AND PROFESSIONAL DEGREE PURSUIT
(n=85)
ACTUAL GROUP PREDICTED GROUP MEMBERSHIP
#S MAST DOC PROF OTH
MAST 43 26 8 4 5
60.5% 18.6% 9.3% 11.6%
DOC 17 3 8 3 3
17.6% 47.1% 17.6% 17.6%
PROF 19 2 3 11 3
10.5% 15.8% 57.9% 15.8%
OTH 4 0 0 1 3
.0% .0% 25.0% 75.0%
UNGROUPED 1 0  1 0 0
.0% 100.0% .0% .0%
Percentage of "grouped" cases correctly classified: 57.83%
MAST = master's PROF = professional
DOC = doctorate OTH = other
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TABLE 7
Canonical Discriminant Functions and Chi-Square 
FOR THE DEFINITE AND TENTATIVE FLANS GROUPS
(n=85)
Pet of Cum Canonical After Wilk's
Fen Eigenvalue Variance Pet Corr
1* .2504 100.00 100.00 .4475
Fen Lambda Chi-square df Sig
0 .7999749 16.983 12 .1502
*Marks the 1 canonical discriminant functions remaining in 
the analysis.
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
102
TABLE 8
Results of the Discriminant Analysis 
GROUPS DEFINED BY DEFINITE AND TENTATIVE PLANS
(n=85)
ACTUAL GROUP
#s
PREDICTED GROUP
DEFINITE
MEMBERSHIP
TENTATIVE
DEFINITE 20 13 7
65.0% 35.0%
TENTATIVE 64 14 50
21.9% 78.1%
Percentage of "grouped" cases correctly classified: 75.0%
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Summary
The Pearson Product-Moment was performed to assess the 
significance of the relationship among the five measures of 
the student's plans to pursue advanced degrees and the seven 
measures of self-concept, the five measures of racial 
identity development, and the perception of the graduate and 
professional educational experience. Of the seven measures 
of self-concept and five measures of pursuit, the first 
hypothesis indicated one significant correlation of .2702 
(p=.013) for social self-concept and cumulative grade point 
average; however, the other measures of the two variables 
indicated weaker correlations. The correlation coefficients 
for the relationship between the five measures of racial 
identity development and the five measures of pursuit, the 
second hypothesis, indicated two significant correlations 
for pre-encounter and accept (r=-.2428, p=.026) and for 
encounter and enroll (r=-.2277, p=.038); however, the other 
measures of the two variables indicated weaker correlations. 
The correlation coefficient for the third hypothesis, the 
relationship between perception of the graduate and 
professional educational experience and the five measures of 
pursuit resulted in a correlation coefficient of .2218
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(p=.041); however, the remaining measures of pursuit and 
perception indicated weaker correlations. A .05 level of 
significance was used for all three tests.
To test hypotheses four and five, the canonical 
discriminant functions, the chi-square tests and 
discriminant analyses were used to identify the seven 
measures of self-concept, the five measures of racial 
identity development and the one measure of perception of 
the graduate and professional educational experience group 
differences and their ability to predict for inclusion in 
the various groups. In hypothesis four, the canonical 
discriminant functions indicated no significant functions 
which differentiated the groups and the discriminant 
analysis predicted 57.83 percent of the cases correctly.
The results of hypothesis five using the canonical 
discriminant functions indicated no significant functions 
which differentiated the groups and the discriminant 
analysis predicted 75.00 percent of the cases correctly.
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CHAPTER 5 
SUMMARY AMD COMCLUSIOMS
A summary of the purpose, background, methodology 
employed, and analysis of the results are included in this 
chapter. Considerations for future research are also 
presented.
Purpose
This study investigated the plans to pursue advanced 
degrees among African American female college seniors 
attending a private, historically Black university. The 
purpose was to identify the relationship of self-concept 
(family self, moral-ethical self, personal self, physical 
self, self-criticism, social self, and total self), racial 
identity development attitudes (pre-encounter, encounter, 
immersion, emersion, and internalization) , and perception of 
the graduate and professional educational experience to the 
students' plans to pursue advanced degrees. Self-concept 
generally refers to how individuals perceive themselves and 
how they feel that they are perceived. Self-concept 
influences behavior in all major areas of a person's life.
In addition, racial identity development is defined as a 
sense of group or collective identity based on one's
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perception that he or she shares a common racial heritage 
with a particular group. Racial identity development is the 
process of coming to terms with one's membership in a racial 
or ethnic group. Lastly, perception of the graduate and 
professional educational experience is associated with the 
student's understanding or beliefs about the social climate 
and academic competiveness of the graduate and professional 
educational institution.
The various measures of the three independent variables 
were also examined to assess their ability to predict 
membership in one of four groups of advanced degree program 
pursuits (master's, doctorate, professional, and other) and 
membership in one of two groups of pursuit plans (definite 
and tentative).
Background
Very little research has been published in recent years 
which directed its attention to African American women at 
the postgraduate level, and even fewer investigations have 
attempted to identify critical factors that were associated 
with success among this population. A 1994 report published 
by the U.S. Department of Education National Center for 
Education Statistics indicated that African American women 
witnessed an overall increase in degrees awarded at the
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master's, professional, and doctoral levels in the ten-year 
period (1981-1993). However, factors which were related to 
African American female students' pursuit of graduate 
education are limited or non-existent in the research 
literature. This study attempted to investigate variables 
such as self-concept, racial identity development, and 
perceptions of the graduate and professional educational 
experience and their relationship to African American female 
students' plans to pursue advanced degrees. A sample was 
taken from a population which historically had fairly high 
numbers of women attending graduate and professional schools 
upon graduation.
Methodology and Rationale
A sample of graduating African American female college 
seniors was studied to investigate the question of whether 
self-concept, racial identity development, and perception of 
the graduate and professional educational experience were 
related to the plans to pursue advanced degrees, whether 
they could predict the advanced degree pursued and the 
commitment to the plans to pursue an advanced degree.
Data were gathered from three self-report inventories 
which assessed self-concept, racial identity development, 
and perceptions of the graduate and professional educational
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experience. In addition, a demographic questionnaire which 
assessed the participant's pursuit of graduate and 
professional school plans was utilized.
The dependent variables investigated in this research 
were the students' plans to pursue advanced degrees. The 
instrument used to measure this variable was the 
aforementioned demographic questionnaire from which five 
measures of pursuit were obtained. These measures were used 
in concert to correlate and discriminate among measures of 
self-concept, racial identity development, and perception of 
the graduate and professional educational experience.
The independent variables investigated in this research 
were self-concept, racial identity development, and 
perception of the graduate and professional educational 
experience. The three self-report inventories used in the 
study were the Tennessee Self-Concept Scale developed by 
William Fitts (1964), the BRIAS Social Attitudes Scale 
(Revised) developed by Parham and Helms (1981), and the 
researcher developed instrument assessing perceptions of the 
graduate and professional educational experience using 
revised portions of Michael Nettle's Survey of College 
Experiences and Performance and the College and University 
Environment Scales (CUES) developed by C. Robert Pace.
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The sample's data were subjected to three Pearson 
Product-Moment Correlation analyses, two canonical 
discriminant functions and two discriminant analyses. The 
objective of these analyses was to determine the degree of 
relationship and the extent in which the various measures of 
the three variables could predict membership in various 
groups. It was anticipated that the identified variables 
would indicate a significant correlation to the dependent 
variable and that the Pearson Product-Moment Correlation 
would determine the degree of the relationship. In 
addition, it was assumed that it would be possible to 
predict group membership for the categories, the advanced 
degree pursuit and the commitment to the plans to pursue 
advanced degrees for each individual in the study using the 
identified variables.
Results and Discussion
In general, the results for the sample analyzed 
revealed four significant relationships and no significant 
evidence of discrimination.
The first three hypotheses derived significant 
correlation coefficients for one measure of self-concept, 
two measures of racial identity development and the
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perception of the graduate and professional educational 
experience with various measures of plans to pursue advanced 
degrees. One measure of self-concept, social self-concept 
(SOCSELF), correlated significantly with one measure of the 
pursuit variable, cumulative grade point average (CGPA).
Two measures of racial identity development, pre-encounter 
(PREE) and encounter (ENCO), correlated significantly with 
two measures of pursuit. (PREE) correlated negatively with 
ACCEPT and ENCO correlated negatively with ENROLL. The 
variable perception of graduate and professional educational 
experience (PERCEGP) correlated significantly with one 
measure of pursuit, ACCEPT.
The fourth and fifth hypotheses derived no evidence of 
discrimination for predicting the advanced degree pursuit 
and plans of pursuit. For the advanced degree pursuit 
group, the masters group was classified with a 60.5 percent 
accuracy, which could be considered reliable, but the 
discriminant function was not significant. In the 
definite/tentative plans group, the tentative plan group was 
classified with a 78.1 percent accuracy, which could be 
considered reliable, but the discriminant function was not 
significant. All classification results were at best only
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slight improvements over chance predictions that could have 
been made without reference to the discriminant analyses. 
Hypothesis 1: Self-Concept
The results derived from testing hypothesis one 
regarding the correlational test conformed to some of the 
findings in the literature which indicated that positive 
self-concept, higher levels of racial identity development, 
and realistic degree of knowledge of the characteristics and 
social atmosphere of graduate and professional institutions 
are present among successful students, and particularly 
needed for African Americans (Smith, 1982; Bailey & Mednick, 
1988; Parham, 1989; Bagley & Copeland, 1994; Vinning Brown 
et al, 1994; Pascarella & Terenzini, 1987). In this study, 
the results indicated that the higher the social self- 
concept rating, the higher the cumulative grade point 
average. The social self measure is an assessment of a 
person's perception of himself or herself in relation to 
others by reflecting his or her sense of adequacy and worth 
in social interaction with other people in general. This 
research finding is supportive of the literature's 
references to the fact that individuals' social development 
is an integral component of their academic success and 
motivation. The self-concept development of the women
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studied may have been positively influenced by their 
parents, the majority of whom, were identified as having 
both earned bachelors and/or graduate or professional 
degrees- Most of the women in this sample were from middle- 
class families with yearly incomes in excess of $51,000. 
Therefore, it may stand to reason that their parents' 
expectations for them to earn high grade point averages in 
undergraduate school in order to pursue advanced degrees 
upon graduation may have had an impact on their social self- 
concept and cumulative grade average. In addition, 57.3 
percent of the students reported that their parents were the 
individuals who most influenced their pursuit of graduate 
and professional education, and 56.0 percent reported that 
their personal desire was what most influenced their 
pursuit. The peers may have also influenced the women's 
pursuit because social self-concept is related to how peers 
feel about the individual. According to Nettles (1990), 
race, social economic status and gender were significant 
predictors of student's transition from undergraduate to 
graduate school.
In all, the group of African American women 
investigated reported a high degree of personal and physical 
self-concept as indicated by their scores on the Tennessee
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Self-Concept Scale. It may be assumed that positive role- 
modeling and support offered by faculty and peer members in 
their campus environment would also encourage and promote 
academic achievement. Many positive African American role 
models we re visible to the students throughout the 
administration, faculty, staff, and student body during 
their four-year matriculation. In addition, Powell (1989) 
noted that the significant others that a student 
incorporated into his or her sense of self can help to 
articulate and model pro-social strategies which enhance 
academic self-concept. Chickering and Reisser (1993) 
suggested that faculty and peers play an important role in 
changing and challenging students' self-concept.
Hypothesis 2: Racial Identity Development
The study indicated that two measures of racial 
identity development were significantly correlated with two 
measures of pursuit of graduate and professional education. 
Pre-encounter was negatively correlated with acceptance to 
graduate and professional school (the higher the pre­
encounter score, the lower the possibility of acceptance), 
and encounter was negatively correlated to enrollment period 
for graduate and professional study (the higher the 
encounter score, the shorter the time period for
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enrollment). According to Helms (1990), racial identity was 
defined as a sense of group or collective identity based on 
one's perception that he or she shares a common racial 
heritage with a particular racial group. The pre-encounter 
stage which was defined as the stage when the African 
American internalizes stereotypic White beliefs about Blacks 
and idealizes everything associated with being White and is 
associated with feelings of low self-esteem and lack of 
confidence; and the encounter stage was characteristic of 
disorientation and confusion about one's own racial 
identity. Based on the literature of Parham and Helms 
(1985), it is clear why a negative correlation existed 
between the two identified measures of racial identity 
development and the pursuit variable measures of acceptance 
and enrollment. Students interested in pursuing advanced 
degrees would need to feel positively about themselves as an 
individual and as a member of an racial or ethnic group. In 
addition, the decision to pursue graduate and professional 
study is often influenced by others —  the student may feel 
encouraged and positive about group membership and the 
influencing party is from his or her own racial/ethical 
group. The women in this study who had been accepted into 
an advanced degree program and had a definite enrollment
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date were likely to have a positive sense of racial identity 
which had advanced beyond stages one and two.
Parham (1989) hypothesized that the process of 
psychological Nigrescence was a lifelong process, which 
begins with the late-adolescence/early-adulthood period in 
an individual's life. Nigrescence is defined by Cross 
(1993) as the development of positive self and group 
identification in African Americans which was a progression 
from a negative to a positive attitude about blackness. 
However, Parham (1989) contends that a person can start at 
one stage of awareness, continue through the process, and 
sometimes, recycle through again.
Chickering and Reisser (1993) contended that a positive 
identity was enhanced for African American students by an 
awareness of their cultural background, an immersion in the 
social world of their ethnic group, a valuing of ritual, 
traditions, and artifacts of their extended families or 
adopted networks, and a sense of their lineage. The women 
may have selected the predominately Black institution for 
the aforementioned reasons and were unlikely to have chosen 
such an institution if they had many encounter and pre­
encounter attitudes. It can be assumed that these 
academically successful students from middle-class families
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could have elected to attend almost any institution of 
choice, but gaining a deeper knowledge of their culture 
confirmed their selection of this historically Black 
university.
In addition, the women in this study attended an 
historically Black private undergraduate institution which 
encouraged its students to celebrate and value their racial 
heritage and provided a nurturing environment filled with 
positive strong Black role-models. Twenty-two percent of 
the women reported that a faculty member was the individual 
who most influenced their graduate and professional 
educational pursuit.
Hypothesis 3: Perception of the Graduate and Professional
Educational Experience
Perception of the graduate and professional educational 
experience correlated significantly with one measure of 
pursuit, acceptance to a graduate or professional school 
(the higher the perception scores, the greater the 
acceptance rate). Clewell (1987) in her review of the 
literature on retention stated four factors to be strongly 
associated with graduate school success: academic
integration, relationships with faculty, institutional 
climate/peer relationships, and financial aid. The survey
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instrument assessed areas related to the aforementioned 
factors and it would be expected that students accepted to 
graduate and professional schools would have some indication 
of the importance of these factors and the factors1 
relationship to their pursuit and ultimate success.
The 26-item instrument assessed student's perceptions 
of the graduate and professional educational experience in 
the areas of faculty-student interaction, racism and 
discrimination, sexism, academic achievement, and social 
integration. The sample studied resulted in 92.9 percent of 
the students earning scores in the average score range. The 
results indicated that the women had a realistic perception 
of institutional characteristics and environmental settings 
of their prospective graduate and professional institutions. 
This will be of benefit to the 63.4 percent who will be 
attending predominately White public institutions, and the 
13.4 percent who will be attending predominately White 
private institutions.
In sum, the transition from undergraduate to graduate 
and professional schools can be a difficult experience for 
students, and especially African American women who 
represent a small number of the students attending these
R eproduced with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
1 1 8
institutions- A fairly accurate perception may help to ease 
the transition.
Hypotheses 4 and 5: Predictions of Group Membership
The ability to predict membership in the four advanced 
degree groups and to predict membership in the two plans of 
pursuit groups indicated a moderately reliable predictor; 
however, the discriminant functions were not significant.
The results of the discriminant analyses revealed that this 
sample of African American female college students' academic 
and social experiences had some influence on their 
persistence and their undergraduate performance which lead 
them to pursue advanced degrees. The motivation and 
persistence to pursue any advanced degree would suggest a 
fairly high level of self-concept, a higher level of racial 
identity development, and a moderate perception of the 
graduate and professional educational experience. The fact 
that this study was not able to differentiate and 
discriminate among the women by their degree pursuit group 
was not surprising. The sample was a fairly homogenous 
group in terms of academic (CGPAs and majors from same 
undergraduate school), family backgrounds, and ambition. 
Further investigations which examine the independent 
variables of women from lower socioeconomic status, and
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family backgrounds which did not represent the traditional 
family structure (both parents) , and non-traditional women 
majors may yield different results. Therefore, it may be 
concluded that similarities would exist in the scores on the 
independent variables for this homogeneous group but may 
have differed for a more diverse group.
The independent variables were also unable to 
differentiate and discriminate between the women with 
definite plans and those with tentative plans. Again, the 
homogeneity of the sample may have influenced the results. 
Moreover, the reasons for students having definite plans or 
tentative plans were not assessed. Students' reasons may 
have little to do with the independent variables addressed 
in this study. The missing factors could be of a social 
nature having to do with motivation, finances and personal 
and family obligations or goals. In addition, the young 
women are in the early adulthood stage of their development 
and this is a period where thoughts of marriage and 
establishing families occur. Therefore, some of the women 
may opt to delay their educational pursuit in order to begin 
their families.
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
120
Considerations for Future Research And Practice
Considerations must be given to the type of institution 
from which the sample was drawn and the characteristics of 
the sample studied. This study relied solely on self- 
reported data from recent female college seniors from a 
selective, private, predominately Black institution. In a 
sample where little diversity existed among the students, 
between group differences may be non existent as found in 
this study (eg. predominately White public or private, 
predominately Black public). Investigating the independent 
variables using students from different types of 
institutions and a larger sample may have revealed different 
findings. Further investigations using a diverse sample 
would offer more needed information and more generalizable 
findings critical to identifying factors to increase the 
recruitment and retention of African American women in 
graduate and professional schools (eg. freshmen to senior 
level students, diverse family backgrounds, and 
socioeconomic status).
Hypothesis 1
Self-concept is a complex variable and poses difficulty 
when studying its ability to predict a student's plans to 
pursue advanced degrees. Additional investigations that
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focus on the complexities of this variable with a more 
diverse sample may provide some insights for a better 
understanding of the results and for relating the measures 
to and discriminating among advanced degree pursuits. 
Hypothesis 2
Racial identity development is a life-long process and 
this complex variable also poses difficulty when studying 
its ability to predict a student's plans to pursue advanced 
degrees. Further investigations which focus on the 
complexities of this variable with a more diverse sample may 
provide some insights for a better understanding of the 
results and for relating the measures to and discriminating 
among advanced degree pursuits. In addition, more research 
is needed which focuses on the influence of racial identity 
development of African American women on academic 
achievement.
Hypothesis 3
The variable, perception of the graduate and 
professional educational experience encompasses a diverse 
set of factors. College or university characteristics and 
experiences appear to be important factors affecting African 
American students' success in advanced degree programs. In 
addition, the climates of graduate schools are essential
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elements in programs that admit and retain significant 
numbers of minority students. This study revealed that only 
24.7 percent of the women studied from this institution, 
which produces a fairly high number of women graduate and 
professional school students, had definite plans to attend 
graduate and professional schools. Given the small number 
of African American women currently entering graduate and 
professional schools in the United States, it is critical 
that factors such as the graduate and professional 
educational experience are explored in efforts to increase 
and retain the number of African American women pursuing 
advanced degrees. Further investigations that focus on the 
differences between African American women college students 
attending predominately White and predominately Black 
private and public undergraduate institutions may provide 
additional information on the perceptions of the graduate 
and professional school environment, because the study would 
be drawing from more diversified reference points. The 
daily campus interactions of African American women 
attending predominately White institutions may more closely 
mirror those interactions that actually occur in graduate 
and professional schools. Therefore, successful African 
American women at majority institutions may report more
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realistic perceptions of the social integration and academic 
competiveness of graduate and professional school 
environments.
Hypotheses 4 and 5
Questions of why variables were not significantly 
correlated and why discriminant analyses did not accurately 
predict pursuit of graduate and professional degree programs 
remain to be answered. One reason may be that variables 
such as self-concept and racial identity development are 
complex and the lack of diversity within the research sample 
must also be considered. Additional investigations that 
focus on the complexities of these variables and a greater 
diversified sample may provide some insight for a better 
understanding of the results and for relating the measures 
to and discriminating among advanced degree pursuits. More 
research is needed which focuses on the influence of racial 
identity development of African American women on academic 
achievement. Further research which compares findings of a 
homogeneous group (similar social economic status, family 
and academic backgrounds) of African American women with 
plans to pursue advanced degrees to those who do not have 
plans of pursuing of advanced degrees may reveal substantial
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differences between the groups in self-concept and racial 
identity development.
The Dependent Variable
The dependent variable pursuit was difficult to measure 
without utilizing five measures in concert. The variable 
attempted to assess the level of commitment to pursuit of 
the advanced degree. Alternatively, it is conceivable to 
identify more precise measures of the students' plans of 
pursuit which may include the students' reasons for definite 
or tentative plans, the impact of financial indebtedness, 
the availability of scholarship offers, and conflicting 
personal and professional goals and aspirations. More 
precise measures may increase the significance of the 
findings.
Additional Considerations for Research and Practice
A follow-up study of participants in this study may 
ascertain if the 24.7 percent of females who had definite 
plans of attending graduate or professional school actually 
enrolled. The limited research available on African 
American women with advanced degrees focuses on the student 
during their years of matriculation or at their completion 
of their programs. Therefore, to conduct pre-enrollment 
investigations during the senior year of undergraduate
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studies and follow-up investigations during the first year 
of advanced degree studies would provide researchers with 
findings that could be used to increase the numbers of 
minorities enrolling in advanced degree programs. Results 
from a follow-up study could provide educators, counselors, 
and administrators with a wealth of information that could 
positively impact the enrollment and retention of African 
American women in advanced degree programs. If counselors, 
educators, and administrators are aware of the determining 
factors, they can work to develop and implement programs 
which focus on the African American female students' 
academic and social development, perceptions of graduate and 
professional studies, and help-seeking abilities as it 
relates to financial and academic resources.
Lastly, a cross-cultural study or a study investigating 
gender differences may offer interesting findings.
Examining cross-cultural and between gender differences may 
determine if substantial differences exist among groups 
based on factors such as self-concept, racial identity 
development, and perceptions of the graduate and 
professional educational experience for students in pursuit 
of advanced degrees. More importantly for African American 
women, a follow-up study of this type may reveal that the
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aforementioned variables are reliable predictors of pursuit 
of advanced degrees or the variables may be unique 
predictors for each group. This would lead future 
researchers to explore variables which are most closely 
associated and better predictors of advanced degree pursuit 
among African American women. A qualitative study of women 
in the process of deciding about graduate and professional 
school would permit the researcher to probe more closely 
into areas of concerns as reported by each subject during an 
interview. It may also suggest broader interpretations for 
the findings noted in this current study.
Only a limited number of U.S. colleges and universities 
contribute to the small pool of African American women in 
pursuit of advanced degrees (Vinning Brown et al, 1994) . 
Individual and institutional efforts are needed to increase 
the number of African American women pursuing advanced 
degrees. Strategies can be introduced to address the 
present trend by preparing elementary, high school, and 
undergraduate African American female students for graduate 
and professional schools through the implementation of 
workshops, seminars, mentorship programs, and other special 
school and community based programs.
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The aforementioned recommendations were made in 
recognition that caution and discretion be exercised in 
making generalizations on the results of this investigation 
but it can be a starting point for further research.
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P. O. Box 1415 
Hampton, VA 23661
Dear Volunteer,
Research literature focuses on the under-representation of African American students in 
graduate and professional schools in the United States. However, there is little research which 
addresses the African American female and her pursuit of graduate and professional studies. As 
an African American female educator at Hampton University and a doctoral student at The 
College of William and Mary, I am interested in researching factors related to the pursuit of 
advanced degrees among recent Black female college seniors from Hampton University.
Hampton University has produced many outstanding female graduates and continues to 
do so; therefore, I am asking your participation in this study. If you will be attending or 
planning to attend graduate or professional school, please complete the enclosed survey.
In addition, I want to assure you that all information that you provide will be maintained 
with absolute confidentiality. The completion of the survey packet will take approximately 
one (1) hour. Please return the completed survey packet with signed consent form in the 
postage-paid envelope by June 30, 1995 or earlier.
As an incentive and token of my appreciation, I will have a drawing for three (3) gift 
certificates for dinner at various restaurant franchises for individuals participating in this study.
Thank you for your participation in this study which represents a significant effort to 
contribute to the research on African American women. If you have further questions, please 
contact me at (804) 727-5493 work or (804) 723-6252 home.
Sincerely,
Wanda S. Mitchell 
Doctoral student at The 
College of William & Mary and 
Director of Testing Services 
at Hampton University
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CONSENT FORM
This is to certify that you agree to participate as a volunteer in this research study conducted by 
Wanda S. Mitchell under the direction of Dr. Kathy Evans, Assistant Professor of Education, 
The College of William and Mary. The research project that you are agreeing to participate in, 
is an effort to explore factors which relate to the pursuit of graduate and professional education 
among African American female college students.
The basic nature of this research involves your completing a variety of questionnaire items 
concerning your perceptions, attitudes, beliefs, and behaviors. You must be a least 18 years of 
age to participate in this study.
Some items of the questionnaire ask about personal matters; however, the anonymous 
information that you provide will not be conveyed to others in any manner that reveals your 
personal identity. In addition, you are free to withhold any answer to specific items on the 
questionnaires. If you decide at anytime to withdraw from the study, for any reason, you may 
do so without any penalty or question.
The results of this research will be available upon request by contacting
Wanda S. Mitchell 
Hampton University 
Office of Testing Services 
Wigwam 212 
Hampton, VA 23668 
804-727-5493
Thank you for your time and effort in this endeavor.
WandaS. Mitchell 
Doctoral Student
Please sign this form if you agree to participate in this study.
Signature__________________________  Date_
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Demographic Questionnaire
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THE COLLEGE STUDENT PURSUIT 
OF
GRADUATE AND PROFESSIONAL EDUCATION SURVEY QUESTIONNAIRE
Please read the items listed in this survey questionnaire carefully and indicate only one 
response to each item on the answer sheet unless otherwise indicated. Answer each question 
by blackening the corresponding box of your chosen response on your scantron form.
Write in your responses where indicated on the blank lines provided.
RESPONSE BOXES #1 THRU #22 ON SCANTRON FORM
Demographics
1. Gender:
A. Female
B. Male
2. Race/ethnic background:
A. Black/African American
B. White/Caucasian
C. Asian/Asian American
D. American Indian/Native American
E. Hispanic
3. Age:
A. 16 - 18
B. 19 - 20
C. 21 - 22
D. 23 - 24
E. 25 and above
4. Marital Status:
A. Single
B. Married
C. Separated
D. Divorced
Graduate and Professional Educational Pursuit
5. Indicate the graduate or professional degree program that you will be pursuing or 
planning to pursue.
A. Masters
B. Doctorate
C. Medical
D. Law
E. Other
List degree program (ex. MA,MS,MBA, Ph.D., Ed.D., JD, MD)____________
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6. Have you been officially accepted into a graduate or professional program?
A. Yes
B. No
List school(s) that you have been accepted to?_______________________
What program(s) have you been accepted in?________________________
When will you enroll?_________________________________________
7. Do you plan to enroll in graduate/professional school within
A. 0 - 1  year
B. 2 - 3  years
C. 4 - 5  years
8. Do you plan to attend graduate/professional school
A. Full-time
B. Part-time
C. Undecided
9. What type of graduate or professional school will you be attending?
A. Predominately White public institution
B. Predominately White private institution
C. Predominately Black public institution
D. Predominately Black private institution
E. None of the above
10. The majority of your graduate/professional education will be financed by
A. Scholarships, grants, and fellowships
B. Research assistantships or teaching assistantships
C. Parents
D. Full-time or part-time work
E. Loans and personal resources
11. What most influenced your pursuit of graduate/professional education?
A. Interest in research and scholarship
B. Personal desire
C. Professional need
D. Economic empowerment and social status
E. No job offers
12. Who most influenced your pursuit of graduate/professional education?
A. Faculty member
B. Mentor
C. Parents
D. Recruited by university representative
E. Friends
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13. How did you obtain the most information about your graduate/professional program?
A. Undergraduate department/undergraduate institution
B. Outside agency
C. Friends or family
D. personal inquiry
E. University representative
Academic Background
14. Indicate your undergraduate degree program area.
A. Liberal Arts/Education
B. Nursing
C. Pure & Applied Sciences
D. Business
E. Engineering & Technology
15. Overall undergraduate grade point average:
A. 3.50 - 4.00
B. 3.00 - 3.49
C. 2.50 - 2.99
D. 2.00 - 2.49
E. Less than 2.00
16. Have you taken any graduate or professional school entrance examinations?
A. Yes
B. No
If yes, indicate exam(s) and list scores received.
Family Background
17. Select the one grouping that most closely represents the occupation of your female parent 
or guardian.
A. Doctor, lawyer, college professor, high-level business executive, etc.
B. Teacher, mid-level business executive, accountant, nurse, small business owner,
supervisor, store manager, etc.
C. Electrician, plumber, secretary, dental assistant, etc.
D. Laborer, custodians, waitress, etc.
E. Not employed (homemaker, retired, disabled).
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18. Select the one grouping that closely represents the occupation of your male parent or 
guardian.
A. Doctor, lawyer, college professor, high-level business executive, etc.
B. Teacher, mid-level business executive, accountant, nurse, small business owner,
supervisor, store manager, etc.
C. Electrician, plumber, secretary, dental assistant, etc.
D. Laborer, custodians, waitress, etc.
E. Not employed (homemaker, retired, disabled).
19. Indicate the highest educational level completed by your female parent or guardian.
A. Graduate or professional degree
B. Bachelor’s degree
C. Some college
D. High school
E. Some high school or less
20. Indicate the highest educational level completed by your male parent or guardian.
A. Graduate or professional degree
B. Bachelor’s degree
C. Some college
D. High school
E. Some high school or less
21. Indicate your family yearly income.
A. Less than $10,000
B. $10,000 - $20,000
C. $21,000 - $30,000
D. $31,000 - $50,000
E. $51,000 or more
22. Indicate who you were primarily raised by.
A. Mother and father together
B. Mother
C. Father
D. Grandmother and/or grandfather
E. Guardian or family member
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Tennessee Self-Concept Scale
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Copyrighted materials in this document have 
not been filmed at the request of the author. 
They are available for consultation, however, 
in the author’s university library.
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BRIAS Social Attitudes Scale (Revised)
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Survey of College Student’s Perception of 
Graduate and Professional Educational Experiences
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SURVEY OF COLLEGE STUDENT’S PERCEPTIONS
OF
GRADUATE AND PROFESSIONAL EDUCATIONAL EXPERIENCES
Please read the items listed carefully. Then answer each item based on your perception 
(awareness, thoughts, or beliefs) of what you believe is true about the graduate and professional 
educational experience by blackening the corresponding box of the appropriate response on your 
scantron form. Indicate only one response to each item.
Your responses should be based on the following rating code:
A = Strongly Agree 
B = Agree
C = Neither agree Nor disagree 
D = Disagree 
E = Strongly Disagree
RESPONSE BOXES #23 THRU #48 ON SCANTRON FORM
SA A N D SD
23. There is a large amount of contact between professors 
and students outside the classroom in graduate and
and professional school. A B C D
24. Most students in graduate/professional school have
values and attitudes the same as my own. A B C D
25. There is a strong sense of community, a feeling of 
shared interests and purpose in graduate and professional
school. A B C D
26. It will be easy for me to meet and make friends 
with other students in graduate and professional
school. A B C D
27. It is difficult to develop close, personal relationships 
with faculty, staff, and administrators in graduate and
professional school. A B C D
28. Racism and discrimination exist in graduate and
professional school. A B C D
29. Women and minorities face additional challenges
in the graduate/professional school environment. A B C D
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SA A N D SD
30. Minorities students at predominately White schools 
are often susceptible to feeling ignored by the
majority group. A B C D E
31. Anyone who knows the right people in the faculty or 
administration can get a better break in graduate and
professional school. A B C D E
32. Graduate and professional school students set high
standards of achievement for themselves. A B C D E
33. Class discussions are typically vigorous and
intense in graduate and professional school. A B C D 1
34. Graduate and professional schools do not help
everyone get acquainted. A B C D E
35. Black student’s economic, educational and cultural 
differences can produce adjustment problems in
graduate and professional school. A B C D E
36. Sources of stress for Black students at predominately 
White universities are few Black classmates, racial 
discrimination, and conflicted or distant relationships
with faculty. A B C D E
37. African American female represent a small portion
of the graduate/professional school environment. A B C D E
38. Minority women’s personal needs, goals, and 
expectations are not usually met by graduate and
professional schools. A B C D E
39. Academic performance, faculty/staff interactions 
and social systems of students within graduate and 
professional institutions enhance their academic
success. A B C D E
40. New ideas and theories are encouraged and 
vigorously debated in graduate and professional
education. A B C D E
41. Most students are pretty dissatisfied if they make 
less than a "B" grade in graduate and professional
school. A B C D E
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SA A N D SD
42. Most faculty members are sensitive to the interests, 
needs, and aspirations of students in graduate and
professional school. A B C D E
43. Graduate and professional school work is very
serious and purposeful. A B C D E
44. Most faculty are not interested in the student’s 
personal problems in graduate and professional
school. A B C D E
45. African women’s personal needs, goals, and 
expectations are not met by most predominately
White universities. A B C D E
46. In most graduate and professional school
classes the atmosphere is very friendly. A B C D E
47. At least one faculty member will have a strong 
impact on my intellectual development in graduate
or professional school. A B C D E
48. Students must study hard to pass most graduate and
professional school courses. A B C D E
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T h e  U n i v e r s i t y  Of M i c h i g a n  
S c h o o l  O f  E d u c a t i o n
CENTER FOR THE STUDY OF H ICHER 
A N D  POSTSECONDARY EDUCATION 
610 E. UNIVERSITY. 2108 SEB
A N N  ARBOR. M ICH IG A N  4810O-12S9 
313-764-u472 FAX: 313-764-2510
October 23, 1995
Ms. Wanda S. Mitchell 
P.O. Box 1415 
Hampton, VA 23661
Dear Ms. Mitchell:
Thank you very much for your note regarding your dissertation and using the 
Student Opinion Survey. I am delighted that you have selected to use the instrument and 
only request that you acknowledge the authors as you utilize it.
You have my support for using the Student Opinion Survey and I will look 
forward to seeing the results of your study.
S in re re lv  vnnrR
Michael T\. Nettles
Professor of Education and Public Policy
cme
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iE D U C A T I O N A L  T E S T I N G  S E R V I C E
i
609-921-9000
CABLE-EDUCTLSTSVC
CORPORATE CONTRACTS AND 
PROPRIETARY RIGHTS DEPARTMENT 
FAX-609-734-5183
Ms. Wanda Mitchell 
P.O. Box 1415 
Hampton, VA 23661
Dear Ms. Mitchell:
Thank you for your letter in which you requested permission 
to reproduce the College and University Environment Scales 
(CUES), Second Edition for you research dissertation.
Educational Testing Service is pleased to grant royalty- 
free, nonexclusive, nontransferable permission to reproduce the 
item listed on the attached appendix. The following terms apply 
to this permission:
1. The material is to be used only for the research 
purposes described in your letter and is not to be 
distributed, published, or used in any other manner 
without written permission from ETS.
2. Please use the following credit line following the 
source citation on the page where you use the material 
and/or other appropriate location:
Reprinted by permission of Educational Testing Service, 
the copyright owner.
3. The test materials must be placed in an appendix to the 
dissertation, and the appendix must not be made 
available to University Microfilms, Inc.
4. You will assume responsibility for the analyses and 
conclusions of your study and, other than 
acknowledgment of the source of the questions, you will 
not use ETS/ name in such a way as to imply 
participation in or responsibility for your research.
5. Following completion of your research, the CUES 
material will be destroyed, except for one archival 
copy.
P R I N C E T O N ,  N.J. 08541
October 16, 1995
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6. Please send a copy of your dissertation to the 
undersigned when available.
7. This Agreement shall be considered null and void if not 
signed and returned within 30 days of the date of this 
letter.
If the above arrangements are satisfactory, please sign both 
copies of this letter, and return one to me at the above listed 
address.
Sincerely,
Michelle Greene 
Permissions Administrator
cc: Carol Owen
ACCEPTED AND AGREED TO:
BY:
L
TITLE: X
•I
DATE
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APPENDIX
MATERIAL COVERED BY PERMISSION:
College and University Environment Scales (2nd edition), 
Princeton, NJ: Educational Testing Service, 1969.
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